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on Young Children’s Racial Attitudes 
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Supervisors: Marie-Anne Suizzo and Rebecca S. Bigler 
 
Although psychologists and sociologists have studied the origin and nature of European 
American children’s racial biases for decades, relatively little is known about the role of 
European American families in shaping their young children’s understanding of and attitudes 
about race. The primary goal of the current study was to examine European American mothers’ 
approaches to race-related issues with their children, with particular interest in exploring the 
ways mothers may influence their young children’s racial attitudes. I explored these questions by 
completing a multi-method study of 84 European American mothers and their four- to five-year-
old children. Mothers read two books with race-related themes out loud to their children and then 
completed surveys concerning their race-related attitudes and behaviors while their children 
worked with a researcher to complete measures of cognitive skills and racial attitudes. Results 
indicated that European American mothers provide few race-related messages to their preschool-
aged children. Specifically, mothers’ self-reports of their racial socialization strategies and their 
behaviors during the book reading session indicated that they are reluctant to discuss race 
explicitly. Furthermore, neither mother’s self-reported racial socialization strategies nor their 
behavior in the lab predicted their children’s racial attitudes. Instead, children’s racial attitudes 
 vi 
were related to their mothers’ friendships. Those children whose mothers had a higher 
percentage of non-European Americans friends showed lower levels of racial biases than those 
children whose mothers had a lower percentage of non-European American friends. This study 
suggests that children’s racial attitudes are unaffected by mothers’ vague messages about 
diversity; instead, it seems that mothers need to engage in intimate, cross-race relations and send 
explicit, frequent race-related messages if they hope to influence their children’s racial attitudes. 
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Chapter One: Introduction 
Imagine talking to a young child, Elizabeth, about a series of pictures that include 
two children interacting in a school setting. In each of the pictures one child is African 
American and one child is European American. You ask Elizabeth to look at a picture 
and tell you about what is happening. You ask her, “Which child is going to be 
reprimanded by the teacher?” “The Black child,” Elizabeth says. “Which child threw the 
garbage on the floor?” you wonder. “The Black child,” she insists. “Why?” “Because he 
is Black,” Elizabeth responds. You ask, “Which child will win the checkers game?” and 
she says, “The White child.” “Why?” “Because he is White,” according to Elizabeth. 
This is how one child responded to the open-ended questions on the Katz-Zalk 
Projective Prejudice Test (Zalk & Katz, 1976; Katz & Kofkin, 1997). Interestingly, she 
was not unique among young European American children. Between the ages of three 
and six years, European American children start reliably displaying explicit prejudicial 
biased racial attitudes (Baron & Banaji, 2006; Doyle & Aboud, 1995; Gorn, Goldberg, & 
Kanungo, 1976; Katz & Kofkin, 1997; Persson & Musher-Eizenman, 2003; Ramsey, 
1991). For example, in two studies of European American six-year olds (Baron & Banaji, 
2006; Katz & Kofkin, 1997) 84% showed statistically significant degrees of explicit pro-
European American bias, and over half of the children showed anti-African American 
bias. Similarly, a study in Canada by Doyle and Aboud (1995) found that over 85% of 
European American five-year olds held racial biases on the Multi-response Racial 
Attitude (MRA; Doyle & Aboud, 1995), a measure that allows children to assign positive 
and negative traits to one racial group (e.g., only European Americans), two or more 
racial groups (e.g., European Americans and African Americans) or no racial groups. 
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High levels of racial bias have also been found in studies using a variety of other 
measures. For example, European American preschool children made more positive 
comments about photographs of European American than Asian and African American 
individuals (Ramsey, 1991), and the majority of European American preschool children 
selected pictures of European American children over African American children when 
asked whom they would prefer as a playmate (Gorn, Goldberg, & Kanungo, 1976). 
Psychologists and sociologists have focused on the study of the origin, nature, and 
treatment of young children’s racial biases since the 1930s (e.g., Horowitz, 1936; 
Horowitz & Horowitz, 1938). In the 1940s, the seminal doll study by Clark and Clark 
(1947) further encouraged researchers to question how racial biases develop (Killen & 
McKown, 2005). The study of European American children’s attitudes, in particular, has 
been an area of interest, with researchers attempting to understand why many young 
European American children are racially biased. 
Initially, researchers assumed that young children are colorblind and that they 
only develop racial bias when they are explicitly taught these biases by their parents 
(Aboud, 1988; Katz, 2003). However, this view appears to have been overly simplistic. 
Research suggests that infants are not colorblind. By two to three months of age, children 
are able to discriminate between many different colors and have color vision similar to 
adults (Kellman & Arterberry, 1998). Further, using pictures of African American and 
European American faces, Katz and Downey (2002) demonstrated that by six months of 
age infants are aware of phenotypic differences among groups. Recent research has 
replicated this finding and extended them downwards, indicating that infants as young as 
three months are able to categorize faces according to race (e.g., Bar-Haim, Ziv, Lamy, & 
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Hodes, 2006; Kelly et al., 2007). While these findings do not mean that infants are 
placing value on color of skin, they do suggest that young children are in fact not 
colorblind. The view that children’s racial attitudes are a perfect replication of their 
parents’ views is also not supported by research. Many European American parents 
appear to not talk to their children about race (Katz, 2003; Kofkin, Katz, & Downey, 
1995). Additionally, some studies suggest that parents’ racial attitudes are uncorrelated 
with their young children’s attitudes (Aboud & Doyle, 1996b; Pushkin, 1967).  
Because these initial hypotheses about children’s racial attitudes went 
unconfirmed, researchers in recent years moved away from explanations that emphasized 
young children’s colorblindness and parental socialization and instead attempted to 
understand other factors that lead young children to be racially biased. Rather than 
focusing on the role of parents in the development of their young children’s racial 
attitudes, the field has theorized that other factors, such as social reflection, intergroup 
contact, and cognitive skills, play central roles in determining young children’s racial 
attitudes. 
Over the past few decades, the field has made great strides in explaining why 
young European American children tend to be racially biased. However, this research has 
largely ignored potential parental influences. The choice to focus on non-parental 
influences is consistent with a general trend in psychology over the last few decades to 
debate the extent to which parents, as opposed to other social and biological factors, 
actually influence children’s development (e.g., Harris, 1998; Katz, 2003; Rowe, 1994; 
Scarr, 1992). In general, socialization research was popular in the 1960s and 70s but 
languished during the 1980s and early 90s, when much of the current work on children’s 
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racial attitudes was being completed (Bronfenbrenner, 1994). The aim of the current 
study is to investigate European American mothers’ racial socialization practices. In the 
process, through this study I specifically examine the influence European American 
mothers may have on their young children’s racial attitudes. 
In this study I have deliberately chosen to focus on the potential influence of 
mothers rather than fathers. Overall, American mothers spend more time with their 
children than fathers do. While 21% of all children younger than 16 years old lived with a 
stay-at-home mother in 2002, less than one percent of children lived with a stay-at-home 
father (Fields, 2003). Further, when children lived with only one parent, they were almost 
five times more likely to live with their mother than their father. Children who live in 
two-parent families also tend to spend more time with their mothers. A study by Yeung, 
Sandberg, Davis-Kean, and Hofferth (2001) found that fathers spend 67% as much time 
as mothers with their children on weekdays and 87% as much time on weekends. Thus, I 
hoped that by focusing on parents that are likely to have the greatest amount of contact 
with their children (i.e., mothers), I would maximize the chance of detecting socialization 
effects. 
I have also intentionally chosen to focus on European Americans.  A great deal 
remains to be learned about the influence of European American parents on their young 
children’s racial attitudes. As will be demonstrated in later chapters, relatively little is 
known about what European American parents say to their children about race, or how 
their comments, behaviors, and beliefs potentially influence their children. In 
comparison, more is known about how African American and Latino families in the U.S. 
socialize their children about race (see the growing racial socialization literature, e.g., 
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Hughes, 2003; Hughes et al., 2006; Peters, 1985; Phinney & Chavira, 1995). Further, 
European American racism and privilege remain a concern in the United States as 
scholars struggle with questions of how to change European Americans’ attitudes (Katz, 
1978; Lemos, 2005; Manglitz, Johnson-Bailey, & Cervero, 2005). As such, it is important 
to study young European American children’s attitudes in an attempt to understand how 
racial biases initially form and the factors that influence the presence of biases in young 
children. 
Finally, I have chosen to examine European American children's attitudes toward 
African Americans (rather than other racial groups).  The primary reason for this choice 
is that the majority of work on children's racial attitudes has focused on European 
American children's racial attitudes toward African Americans and thus, there was an 
extensive empirical literature available on which to draw in designing the current study 
and interpreting its results.  It is clear, for example, that preschool-aged children are able 
to identify and label individuals as either White or Black. Furthermore, it is well-
documented that most European American preschoolers endorse negative views of 
African Americans (although little is known about mothers' role in shaping such 
attitudes). Far less is known about children's racial attitudes towards other groups (e.g., 
Asian Americans, Latinos). It is not clear, for example, when children are able to identify 
Asians or Latinos (see Aboud, 1987; Bigler, 1997), or to what degree they endorse 
cultural stereotypes of these groups.  These are, of course, important topics for research 
and I hope to build on the findings from this study to extend the work to examine 
European American children's attitudes toward a variety of racial/ethnic groups in the 
future. 
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Research Questions 
This study was guided by the following questions: 
1. Do European American mothers and children have similar racial attitudes and 
are they aware of the degree of similarity between their racial attitudes?  
2. In general, what are European American mothers’ race-related behaviors and 
beliefs, and what factors are related to variations in those behaviors and 
beliefs? 
3. Do European American mothers’ race-related behaviors or beliefs influence 
their children’s racial attitudes? 
4. How are European American children’s racial attitudes influenced by other 
factors, such as intergroup contact, cognitive skills, and exposure to television 
shows? 
Overview 
In chapter 2 I provide an overview of historical theorizing and research on racial 
attitude development. Building on the initial research, some of the current theories used 
to explain how young European American children’s racial attitudes develop over time 
will be explored. In Chapter 3, I explore theory and research relevant to how European 
American mothers may influence their young children’s racial attitudes. Specifically, this 
analysis will build on findings from the fields of socialization, racial socialization and 
gender and racial attitude development in order to explore the potential influence of 
mothers’ verbal messages, behaviors, and beliefs on their children’s racial attitudes. 
Chapter 4 presents the methods of the current study. In Chapter 5, I explain the results of 
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the study and, finally, in chapter 6 I discuss the findings, limitations, and implications of 
this study.  
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Chapter Two: The Development of Children’s Racial Attitudes 
In this chapter I provide an overview of historical theorizing and research on racial 
attitude development. Gordon Allport’s work on prejudice has had a lasting impact on the 
study of children’s racial attitudes, and so after a brief discussion of key terminology and 
definitions, I review Allport’s model. A myriad of theories have stemmed from Allport’s 
work, and I discuss three of those key theories here: social reflection, intergroup contact, 
and social-cognitive development. Finally, I end the chapter with a discussion of more 
recent integrated theories and framework. 
 Terminology and Definitions 
In this document, I use the term “race” to describe individuals’ membership in 
groups that are commonly referred to as “European American,” “African American,” 
“Latino,” etc. Although it is now clear that race as traditionally defined (i.e., with respect 
to biology) does not exist (e.g., Cavalli-Sforza, Menozzi, & Piazza, 1994; Graves, 2004; 
Serre & Paabo, 2004), adults and children continue to think of race as a basis for human 
categorization. Furthermore, available work suggests that children view many racial 
categories as essential (i.e., natural, innate) rather than socially constructed (Hirschfeld, 
1996), thereby blurring the lines between race, ethnicity, nationality, and culture.  The 
term “racial attitudes” is used here to convey individuals’ cognitive, affective, and 
behavioral responses to race. Perhaps the most commonly studied cognitive component 
of racial attitudes is stereotyping.  Racial stereotypes are defined here as cognitive 
structures that contains the perceiver’s knowledge, beliefs, and expectancies about racial 
group (see Hamilton & Trolier, 1986, p. 20). Social stereotyping is frequently, although 
not always, accompanied by prejudice, a more affectively laden facet of individuals’ 
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thinking about groups. In his book on the topic, Ehrlich (1973) argued that most writers’ 
definitions shared the core idea that prejudice is “an unfavorable attitude toward others 
because of their membership in a particular group.” Most current writers share this basic 
tenet (Aboud, 1988), although some add the additional claim that such beliefs are 
irrational or unreasonable (e.g., Fishbein, 1996; Milner, 1983).   
Stereotyping and prejudice are often tightly interwoven. Groups that are 
associated with highly negative attributes (e.g., dumb, lazy) are likely to be regarded with 
prejudice. The distinction is often useful, however, because individuals sometimes show 
prejudice toward a social group while simultaneously endorsing positive, or few, 
stereotypes concerning the group. Alternatively, individuals sometimes evidence positive 
affect (or a lack of prejudice) toward social groups, despite endorsing stereotypes of the 
groups.  In this paper, individuals who endorse racial stereotypes and/or show evidence 
of racial prejudice are termed “racially biased.” 
Finally, it is important to note that research has distinguished between two types 
of racial attitudes: implicit and explicit attitudes. Explicit attitudes are those of which the 
holder is conscious and aware.  Implicit attitudes are “evaluations that (a) have an 
unknown origin (i.e., people are unaware of the basis of their evaluation), (b) are 
activated automatically, and (c) influence implicit responses, namely, uncontrollable 
responses and ones that people do not view as an expression of their attitudes and thus do 
not attempt to control” (Wilson, Lindsey, & Schooler, 2000, p. 104). Implicit attitudes are 
often measured with response-latency tasks, like the Implicit Association Test (IAT; 
Greenwald, McGhee, & Schwartz, 1998). Using a response-latency task, for example, 
Dovidio, Kawakami, Johnson, Johnson, and Howard (1997) found that European 
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American college students respond faster to positive words following a picture of a White 
face than following a Black face and faster to negative words following a Black face than 
following a White face. Measures of implicit attitudes that are appropriate for young 
children have not yet been developed, and thus are not the focus of the current study. 
Early Research on Children’s Biases 
Gordon Allport was among the first to explore the development of prejudice and 
racial bias in detail. In his influential book The Nature of Prejudice (Allport, 1954) and 
multiple journal articles (e.g., Allport, 1950, 1963), Allport identified a number of factors 
that are involved in understanding individuals’ racial biases. In an attempt to identify the 
multiple causes of prejudice, Allport (1950) developed the model shown in Figure 1 (p. 
8). In it, he attempts to provide an overview of the many influences on individuals’ racial 
attitudes. 
  
 11 
Figure 1 
 
 Allport’s View of the Multiple Factors Influencing Individuals’ Racial Attitudes 
 
Source: Originally published in Allport, G. W. (1950). Prejudice: A problem in 
psychological and social causation. Journal of Social Issues Supplement Series, 4, p. 26. 
Appeared in Katz, P. A. (2003). Racists or tolerant multiculturalists? How do they begin? 
American Psychologist, 58, 897-909. 
 
Each approach in Allport’s figure encompasses various factors believed to 
influence individuals’ racial attitudes. The historical and sociocultural approaches both 
maintain that prejudice can only be understood in context (Allport, 1954). The historical 
approach emphasizes that prejudice against African Americans, for example, is rooted in 
the history of slavery, carpetbagging, and the South’s actions after the Civil War. The 
sociocultural approach, in comparison, is generally taken by sociologists and 
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anthropologists and considers how traditions, population changes, types of contact, and 
mobility are related to conflict between groups and racial prejudice. For example, those 
who take a sociocultural approach believe urbanization has led European Americans to 
look down upon groups that are economically below them (e.g., African Americans) and 
dislike those who serve as a symbol of city life (e.g., Jews). The psychological approach, 
which was Allport’s focus, emphasizes the role of an individual’s atmosphere. 
Specifically, research on the influence of socialization, personality patterns, biological or 
evolutionary approaches, affective factors, and cognitive and perceptual processes all fall 
into the psychological approach (Katz, 2003).  
The last approach in Allport’s model deals with how individuals see and interpret 
the world around them. Allport defines phenomenology as dealing “with the individual’s 
situation he finds himself in, i.e., subjective reality” (1950, p. 10). Allport suggests that 
how we see and experience the world influences our attitudes and prejudices. As an 
example, Allport (1950) cites research that suggests that European living in integrated 
neighborhoods are more likely to see African Americans as similar to them than are 
European Americans living in segregated neighborhoods. The final aspect in Allport’s 
model is largely overlooked today but played an important role in early discussions of 
prejudice. When Allport was working on his model, he received criticism from some 
skeptics who believed that prejudices were merely well deserved reputations. In response, 
Allport included the approach via stimulus object at the far right of the figure. This refers 
to the idea that in order to better understand the degree of irrationality in prejudice, we 
must understand the extent to which prejudices are based on fact. 
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Although Allport was able to begin substantiating aspects of the model with 
empirical data during his lifetime, a large portion of the model was unexplored when it 
was originally published in 1950. Research over the past 60 years has begun to fill in 
pieces of Allport’s model and is in the process of identifying which factors are most 
important in understanding why some European American children are racially biased. 
Many of these theories are not applicable to the current study, either because they are 
infrequently used in current research or because they do not focus on young children. For 
example, Adorno, Frenkel-Brunswik, Levinson, and Sanford (1950) proposed that 
children who are racially biased have an authoritarian personality. They suggested that 
harsh parenting practices cause children to be prejudiced. Although the authoritarian 
personality theory was popular in the 1950s, it is rarely used today to explain young 
children’s racial attitudes and thus will not be discussed further in this paper.1 More 
current work by Drew Nesdale and colleagues (e.g., Nesdale, 1999, 2001, 2004; Nesdale, 
Durkin, Maass, & Griffiths, 2005; Nesdale & Flesser, 2001) builds on social identity 
theory (SIT; Tajfel & Turner, 1979) and focuses on children’s needs to become members 
of social groups in explaining prejudice. Although frequently used in current research, 
social identity development theory proposes that racial biases begin to develop at age 
seven years and thus is not applicable to the young preschool aged children being 
considered in this study. The following theories, then, provide a brief overview of some 
of the prevailing models related to young children’s racial attitudes. Because the focus of 
the current study is on the potential influence of mothers on their children’s attitudes, the 
proposed role of parents is highlighted in the review of each of the theories. 
                                                 
1
 The Authoritarian Personality Theory, which suggests that racism is a manifestation of an inadequate 
authoritarian personality, has been criticized as being overly simplistic, biased, and methodologically 
flawed. For an overview of the criticisms, see Altemayer (1981), Martin (2001), and Ray (1988). 
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Social Reflection 
As children grow, they begin to notice the world around them and form attitudes 
based on their observations. As noted previously, children as young as three months old 
are aware of racial differences (Katz & Downey, 2002) and between ages three and five 
years endorse racial stereotypes (Nesdale, 2001). Social reflection theory builds on this 
research by acknowledging that children are aware of the social structure in the world 
around them and further posits that children adopt racial attitudes that reflect the 
differences they observe (Aboud, 1988). In support of this position, research suggests that 
some children as young as three or four years old are aware of the nature of intergroup 
relations in their communities (Radke & Trager, 1950; Vaughan, 1987). According to the 
social reflection theory, children’s attitudes and beliefs about ethnic groups reflect the 
stratified structure of society (Coco, Inguglia, & Pace, 2005). Children’s racial attitudes 
are thought to correspond to a combination of the relative power and status of the groups 
in society, and the children’s perceptions of their parents’ and other significant role 
models’ beliefs.  
The hypothesis that children’s racial attitudes are reflections of their perceptions 
of their parents’ beliefs has roots in Allport’s original model. Allport (1954) was among 
the first to suggest children often adopt their parents’ racial attitudes because they want to 
identify with and please their parents. He believed that parents do not teach their children 
to be prejudiced, but instead the attitudes are caught by the child from an infected 
atmosphere (emphasis is Allport’s). Consistent with this view, research suggests that 
young children imitate their parents’ labels for ethnic groups and emotions associated 
with them without really understanding the meaning of ethnicity (Coco, Inguglia, & Pace, 
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2005). In addition, some studies have reported a positive correlation between parents’ and 
their children’s racial attitudes (e.g., Bird, Monachesi, & Burdick, 1952; Goodman, 1952; 
Radke & Trager, 1950). However, more recent studies report no significant relation 
between parents’ and children’s explicit racial attitudes, suggesting that children’s 
attitudes are not merely a carbon copy of their parents’ attitudes (e.g., Aboud & Doyle, 
1996b; Castelli, Zogmaister, Tomelleri, 2009; Pushkin, 1967). 
Even if children’s racial attitudes are not exact copies of their parents’ attitudes, 
social reflection theory hints at another important role parents may have in their 
children’s developing attitudes. If children’s racial attitudes are a reflection of the social 
structure around them, parents play an important role in determining which types of 
structures their children see. Parents who place their children in integrated neighborhood 
and daycare facilities, for example, may have children who perceive fewer differences 
between racial groups than parents who place their children in segregated environments. 
Similarly, if children see that people are segregated by race, or notice little intergroup 
contact in their integrated community, they may assume from an early age that race 
makes people different and that racial biases are appropriate. Parents also have the 
potential to influence their children’s exposure to television, which may, in turn, 
influence children’s understanding of their social structure. 
Television’s power to influence children’s understanding of society and their own 
racial attitudes is likely influenced by the amount of time they spend watching television, 
and current figures suggest many young children spend a considerable amount of time in 
front of the screen. Between the ages of four and six, children in the United States watch 
an average of one hour and 10 minutes of television per day (Rideout, Vandewater, & 
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Wartella, 2003). Furthermore, almost half (43%) of 4- to 6-year-olds have a television in 
their bedroom. Television programs expose children to a number of positive and negative 
messages about racial groups and interracial interactions (see Graves, 1999 for a review). 
Previous research partially supports the hypothesis that exposure to positive race-related 
messages on television influences children’s racial attitudes. 
In the 1970s, Gorn, Goldberg, and Kanungo (1976) experimentally demonstrated 
that exposure to non-White characters on Sesame Street episodes positively influences 
children’s racial attitudes. White Canadian 3- to 5-year-old children who watched 
episodes that included White and non-White children playing together were more likely 
to report preferring to play with non-White children than were children who watched 
episodes that included only White children playing together. However, the effects had 
disappeared by the next day (Goldberg & Gorn, 1979). More recent work on Sesame 
Street’s four-year race relations curriculum initiative further supports the finding that 
exposure to positive messages on television may not have positive long-lasting influences 
on children’s attitudes (see Lovelace, Scheiner, Dollberg, Segui, & Black, 1994). 
Children reported liking the episodes that addressed issues related to race relations. 
However, pre- and post-viewing interviews suggested that watching episodes that 
displayed positive intergroup friendships did not influence European American children’s 
perceptions that the characters’ mothers would be sad or angry about interracial 
interaction.  
Additional research is needed to further explore the influence of exposure to 
television on children’s views of the social structure and, more specifically, on children’s 
racial attitudes. Any discussion of the impact of television, however, must also include an 
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acknowledgment that parents have the potential to greatly influence their children’s 
access to television programs. The role of parents in children’s exposure to various 
messages about the social structure are rarely considered by the social reflection theory. 
Intergroup contact theory, which is reviewed in the next section of this chapter, also does 
not generally consider the role parents play in determining their children’s settings, but it 
does make claims about the role of intergroup contact in shaping children’s attitudes.  
Intergroup Contact 
As early as the 1930s (e.g., Horowitz, 1936; Zeligs & Hendrickson, 1933), 
researchers were considering the potential influence that contact with the outgroup could 
have on individuals’ intergroup biases. Popularized by Allport (1954), the contact 
hypothesis is based on the assumption that prejudice and discrimination are the 
consequence of unfamiliarity with outgroups. If individuals have positive interactions 
with an outgroup, they should see information that disconfirms stereotypes, which will 
lead to less biased attitudes (Brewer & Gaertner, 2001; Dovidio, Gaertner, & Kawakami, 
2003). As noted in Brown v. Board of Education of Topeka (1954), “segregation leads to 
blockages in the communication and interaction between the two [racial] groups. Such 
blockages tend to increase mutual suspicion, distrust, and hostility.” Intergroup contact is 
expected to be particularly important once children are old enough to interact with their 
peers, and yet social reflection theory suggests that contact with the outgroup may also 
influence young toddlers. 
A recent meta-analysis by Pettigrew and Tropp (2006) provides support for the 
intergroup contact theory. Across 151 studies, Pettigrew and Tropp found that, in general, 
direct intergroup interactions are associated with lower levels of prejudice toward the 
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outgroup (mean r = -.215). Further, this relation remains regardless of the age of 
participants in the study; children (mean r = -.239), adolescents (mean r = -.208), and 
adults (mean r = -.197) all appear to be influenced by intergroup contact. Recent work by 
Rutland, Cameron, Bennett, and Ferrell (2005) typifies the type of design used to test the 
intergroup contact theory among young children. The researchers found that in 
preschools in Great Britain where at least 50% of the students were racial minorities, 
European American three- to five-year olds did not show discrimination in favor of the 
European American ingroup on either a positive or negative trait attribution measure. In 
comparison, they found that children who were in either all European American or 
majority European American schools were racially biased. 
Despite these promising findings, however, questions remain about the type of 
contact needed and the length of exposure required to lead to attitude change. When 
Allport (1950) originally discussed the contact hypothesis, he proposed that the type of 
intergroup contact influences children’s racial attitudes. Research suggests, specifically, 
that mere exposure to the outgroup is not sufficient, and that exposure to other 
ethnic/racial groups will only lead to less biased attitudes if the contact brings about 
interpersonal relationships (Pettigrew, 1986). Specifically, the contact needs to be 
personal and sustained (Brewer, 1996). Further, the groups should be equal in status and 
the contact should be cooperative and legitimized by institutional support (Brown & 
Hewstone, 2005; Cook, 1985; Pettigrew, 1971).  
In their meta-analysis, Pettigrew and Tropp (2006) limited the type of contact 
they considered and only included studies with direct intergroup interactions. Further 
support for the supposition that the type and length of contact is important is noted 
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throughout the literature. A study in Northern Ireland, for example, found that intergroup 
contact did not change children’s long-term attitudes. Going on a vacation together made 
Protestant and Catholic children less biased temporarily but did not change their attitudes 
once they returned to their original neighborhoods (Trew, 1989). It may be, in this 
specific case, that the children did not spend enough time in contact with one another or, 
alternatively, may not have had enough direct interactions in order for their negative 
attitudes to change.  
Although intergroup contact appears to be related to individuals’ racial attitudes, 
further work is needed in order to strengthen the theory and its explanatory power 
(Connolly, 2000). For example, the question remains about how contact changes attitudes 
(Pettigrew, 1998). That is, the mechanisms by which contact effects attitude change are 
not yet clear. Does the effect lie, for example, in the development of positive emotions 
toward specific outgroup members (i.e., cross-race friends) that are then transferred to the 
outgroup as a whole, thereby reducing racial prejudice? Or does the familiarity that 
results from contact drive reductions in anxiety and discomfort around outgroup members 
in general? Furthermore, it may be unrealistic to expect intergroup contact to meet all of 
the requirements the theory lays out, such as groups with equal status working 
cooperatively; research has shown, for example, that even in racially diverse schools and 
neighborhoods, children’s friendships groups are often racially segregated (Moody, 2001; 
Tatum, 1997). While work on these questions and others related to the intergroup contact 
theory continue to progress in the literature, there has been an effort to explore how other 
factors influence children’s attitudes. The social-cognitive theory, which will be 
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considered in the next section of this chapter, attempts to identify how cognitive skills 
may lead to changes in racial attitudes over time. 
Social-Cognitive Development 
As children experience more of the world around them, the racial attitudes that 
they develop are likely influenced by a combination of their observations, experiences, 
and cognitive development. The potential role of cognition was proposed in order to 
explain (a) why such a high proportion of young children have racially biased attitudes 
and (b) why European American children’s level of prejudice often appears to decline 
after age seven years (Aboud, 1988). The social-cognitive development theory, 
sometimes referred to as cognitive-developmental theory, posits that children’s immature 
cognitive processes are responsible for translating social information into biased attitudes 
(Aboud, 1984, 1988; Aboud & Mitchell, 1984; Bigler & Liben, 1993; Doyle & Aboud, 
1995). From this perspective, young children are predisposed to be prejudiced because of 
cognitive limitations (Aboud, 1988; Doyle, Beaudet, & Aboud, 1988). The theory further 
posits that prejudice is qualitatively different at various ages because of differences in 
how children see the social world. Although social agents, such as parents and peers, may 
assist in identifying the targets of prejudice, cognitive skills rather than socialization are 
hypothesized to account for young children’s racial biases. Peers and parents may play an 
important role in middle to late childhood, however, when children become less biased 
(Doyle & Aboud, 1995). 
Based on work by Piaget (Katz, 1976; Piaget, 1928, 1977; Piaget & Weil, 1951), 
Aboud (1988) identified three steps in a sequence of racial attitude development. The first 
step is consistent with Piaget’s preoperational stage and is marked by perceptually bound 
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reasoning, centration, and transductive reasoning (Doyle, Beaudet, & Aboud, 1988). 
Perceptually bound reasoning refers to the fact that children will infer internal attributes 
of objects and people based on perceptually salient external traits. Consistent with this 
notion, Bigler, Lobliner, and Milligan (2003) found that elementary-school age children 
were more likely to judge two individuals to be similar if they shared the same racial 
background than if they shared an internal trait. Centration refers to children’s difficulty 
in attending to more than one characteristic of an object or person at a time. With respect 
to race, it is hypothesized that children focus on the trait of skin color and thus have 
difficulty attending to other traits, such as an individual’s preferences or personality. The 
final characteristic of preoperational thought, transductive reasoning, refers to children’s 
tendencies to assume that if two events co-occur, they must be linked. If children in this 
stage see an African American person being portrayed negatively on the television, for 
example, the child will assume that all African American people have that negative trait. 
Two additional cognitive characteristics, young children’s tendency toward 
egocentrism and preoccupations with groups, are also hypothesized to influence their 
racial attitudes. Children in Piaget’s sociocentric stage are interested in identifying 
differences between their own and others’ groups and accomplish this by initially 
exaggerating the differences between the groups. Coupled with their tendency to see 
themselves in a positive light and to assume that others see the world in the same way 
they do, European American children with immature cognitive skills tend to develop a 
pro/anti dichotomy. European Americans are viewed as uniformly good and African 
Americans (or another out-group) are viewed as uniformly bad. When children begin to 
develop cognitive flexibility, their level of prejudice begins to decline. This is 
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hypothesized to lead to the final step, around age seven, when children focus on 
individuals as opposed to groups. At this age, most children’s explicit racial attitudes 
begin changing dramatically. 
Research supports the supposition that European Americans children’s racial 
biases are correlated with their cognitive skills. Specifically, several cognitive abilities 
that are acquired during middle childhood appear to be associated with a decline in racial 
prejudice. In a longitudinal study of European American children’s attitudes towards 
African Americans and American Indians between ages six and nine, for example, Doyle 
and Aboud (1995) found that decreases in prejudice (e.g., increases in unfavorable 
evaluations of European Americans and favorable evaluations of African Americans) 
were associated developmentally with the perception that: (a) different races are more 
similar, (b) individuals of the same race are more different, and (c) there are many 
acceptable different ways of being.  
Another study by Bigler and Liben (1993) examined how the ability to sort 
pictures along multiple dimensions (i.e., sex, race, age, and facial expression) influences 
racial stereotyping and memory for counterstereotypic information. Specifically, Bigler 
and Liben demonstrated that, among European American children aged four to nine, the 
ability to sort items along multiple dimensions was associated with lower degrees of 
racial stereotyping. More advanced sorting skills were also associated with a better 
memory for counterstereotypic stories in which European Americans possessed a 
negative trait or in which interracial dyads (e.g., neighbors, friends, couples) were 
displayed.  
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Two intervention programs have also demonstrated a link between children’s 
classification skills and racial attitudes. Aboud and Fenwick (1999) showed that 
strengthening fifth-grade students’ classification skills led to the development of less 
racially prejudiced attitudes. Similarly, in 1992, Bigler and Liben demonstrated that after 
kindergarten through fifth-grade students practiced sorting pictures along multiple 
dimensions every day for a week, they made fewer gender-stereotypic comments. These 
studies, and work like it, suggest that cognitive skills may play a role in explaining young 
European American children’s racial attitudes.  
Cognitive developmental perspectives are helpful for explaining one of the 
possible reasons some children’s explicit racial stereotyping and prejudice decrease after 
age seven. However, this change in reported biases could also be a reflection of children 
consciously altering their responses to conform to the societal norms of appearing non-
biased (Dovidio & Fazio, 1992; Katz, 1976). Alternatively, older children may have 
lower explicit racial biases, as this theory suggests, but hold implicit racially biased 
attitudes (e.g., Baron & Banaji, 2006). Unfortunately, little is yet known about whether, 
and if so when, explicit and implicit attitudes become differentiated in childhood, in part 
because of the lack of methods suitable for assessing implicit views among young 
children. Furthermore, it may be that the timing of Piaget’s stages are incorrect and, 
indeed, children are capable of more at earlier ages than the theory suggests (see 
Lourenco & Machado, 1996 for a review of this debate), therefore further complicating 
the finding that children’s reports of their explicit racial attitudes tend to change around 
age seven. An ethnographic study completed in a preschool by Ausdale and Feagin 
(2002) suggests that the social-development theory may need to be updated to reflect 
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these issues, but further research is needed to address these questions about social-
cognitive development theory. Luckily, recently proposed integrated theories and 
frameworks, which will be discussed in the next section, begin to provide the structure 
for studying these issues. 
Integrated Theories and Frameworks 
In the past decade, several comprehensive theories and frameworks have been 
proposed to explain young children’s biases. Although these models have not yet been 
extensively tested, they do suggest that the field may be moving toward a more integrated 
view of the factors that influence racial attitude development. For example, Bigler and 
Liben have recently proposed a theory, developmental intergroup theory (DIT; Bigler & 
Liben, 2006, 2007), which integrates intergroup theory, social-cognitive development 
theory, and empirical findings. Bigler and Liben’s theory attempts to explain why certain 
social dimensions (such as gender and race) become the basis of stereotyping and 
prejudice rather than other dimensions (such as handedness). DIT suggests that biases 
develop when a dimension acquires psychological salience, which occurs through a 
combination of: perceptual discriminability of groups, unequal group size, explicit 
labeling of group membership, and implicit use of groups. In our society, the category of 
race meets all of these requirements.  
According to DIT, once race gains psychological salience among children, the 
development of racial biases is facilitated by four factors: essentialism, ingroup bias, 
explicit attributions, and implicit attributions. The first factor, essentialism, refers to the 
belief that members of a group share important innate non-obvious qualities (Gelman, 
2003; Gelman & Taylor, 2000). For example, children tend to assume that, along with 
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different skin colors, African Americans and European Americans differ in their blood 
types or other core qualities (Hirschfeld, 1993). Second, as in the social-cognitive 
development theory, DIT proposes that children’s tendencies to see their ingroup as 
superior to the outgroup facilitates bias. Finally, racial bias may be facilitated through 
explicit or implicit associations between racial groups and attributes (e.g., traits, 
occupational roles). DIT suggests that children will likely be influenced if their parents, 
for example, make explicit comments about race or, alternatively, treat people differently 
based on skin color. Once racial biases are formed, DIT predicts they are maintained by 
exogenous factors (such as interactions with racist people) and endogenous factors (such 
as cognitive development and self-esteem).  
Bigler and Liben’s (2006, 2007) work on the DIT differs from much of the 
previous work on racial biases by highlighting the importance of considering a number of 
factors that may contribute to children’s racial biases. Further, the DIT suggests that 
parents may have a role in influencing whether race gains psychological salience (by 
either minimizing or drawing attention to race as a group category) and whether children 
develop racial biases (through explicit and implicit messages about race). However, 
empirical support has not yet been established for the hypothesis that parents are one of 
factors that influence children’s biases. 
Aboud (2005) has also recently attempted to integrate theoretical perspectives into 
a framework that she developed with Bigler and Levy (Figure 2) and, in doing so, has 
hypothesized that parents and other socializers may influence children’s racial attitudes. 
Although the framework has not been empirically tested or expanded into a formal 
theory, it does emphasize the potential role of a number of factors in children’s racial 
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attitude development and highlights the need for additional research that explores 
possible parental effects. 
 
Figure 2 
 
Framework for Organizing Theoretical Variables in Child and Adolescent Prejudice 
 
Source: Aboud, F. E. (2005). The development of prejudice in childhood and 
adolescence. In J. F. Dovidio, P. Glick, & L. A. Rudman (Eds.), On the nature of 
prejudice: Fifty years after Allport (pp. 310-326). Malden, MA: Blackwell Publishing. 
 
Summary 
Taken together, the research presented in this chapter provides a glimpse of how 
far the field has come since Allport (1950) proposed his original model. This work 
suggests that European American children’s racial attitudes are influenced by a number 
of factors, including their: (a) perceptions of the role of race in the world around them, 
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(b) contact with the outgroup, and (c) cognitive skills. Largely missing from these 
theories, however, is an in-depth consideration of the role of parents in the process. For 
example, although social reflection theory suggests that parents play an important role in 
determining the social structures to which children are exposed, no known research has 
investigated how different parent beliefs and choices influence children. Similarly, 
researchers have yet to explore the role mothers play in their children’s experiences with 
intergroup contact. It may be possible, for example, that intergroup contact has a greater 
influence on children when their parents believe contact with the outgroup is important 
and desirable. Or, as Aboud (2005) suggests, families’ contact with the outgroup, as 
opposed to merely peer contact, may send an important message to children about whom 
to avoid or dislike. Further, it seems possible that mothers’ behaviors might influence 
children’s cognitive skills. It seems possible, for example, that mothers’ conversations 
with their young children about how people are similar and different might influence 
their children’s abilities to sort pictures (and thus recognize that individuals belong to 
several different groups) on cognitive skills sorting measures. Finally, Bigler and Liben 
(2006, 2007) suggest that parents’ verbal messages and behaviors influence how their 
children perceive race, which in turn influences their children’s racial attitudes.  
However, this hypothesis has not yet been tested. As can be seen, although none of the 
theories considered in this chapter highlight the role of parental socialization per se in 
children’s racial attitudes, they all posit that socialization plays a role in shaping 
children’s views of race. In an attempt to further investigate the possible influence of 
mothers on young European American children’s racial attitudes, the next chapter 
explores socialization research. 
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Chapter Three: The Potential Role of Mothers’ Behaviors and Beliefs 
In this chapter I explore theory and research relevant to how European American mothers 
may influence their young children’s racial attitudes. Theorists have previously argued 
that a lack of a significant relation between mothers’ and children’s attitudes suggests 
that mothers do not influence their children’s attitudes, and so I start this chapter with a 
discussion of that possible relation. I then provide a brief overview of research on 
parental socialization, focusing on mothers’ racial socialization practices. The rest of the 
chapter discusses theory and research related to the possible influence of European 
American mothers’ race-related behaviors and beliefs on their children’s racial attitudes. 
These topics are relatively understudied, and so I pull from research in other domains in 
order to investigate potential connections.  
Relation Between Mothers’ and Children’s Racial Attitudes 
Although the theories examined in the previous chapter allow for an influence of 
mothers on their young children’s racial attitudes, they generally suggest that mothers 
have either a small or negligible impact. In this chapter, I will draw on socialization 
research in an attempt to uncover some of the potential ways mothers may be influencing 
their young European American children’s attitudes. However, before considering how 
mothers’ socialization practices may impact their children’s racial attitudes, it is 
important to consider the previous research completed on the relation between mothers’ 
and their children’s racial attitudes. Early work on children’s racial attitudes suggested 
that children’s racial attitudes are not exact replicas of their parents’ attitudes (see Katz, 
2003). However, if mothers’ and their children’s racial attitudes are correlated, then it is 
easier to imagine that mothers may be influencing their children’s attitudes. If mothers’ 
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and children’s attitudes are unrelated, then a more complex explanation involving a 
combination of theories is likely necessary. 
Unfortunately, previous research is unclear about the extent to which mothers’ 
and their children’s racial attitudes are correlated. In several studies completed in the 
1950s and 60s, positive correlations were reported, suggesting that parents’ and their 
children’s racial attitudes may be similar (e.g., Bird, Monachesi, & Burdick, 1952; 
Goodman, 1952; Mosher & Scodel, 1960; Radke & Trager, 1950). However, other 
studies have found negative or non-significant correlations between parents’ and their 
children’s racial attitudes (Aboud & Doyle, 1996b; Pushkin, 1967). One of these latter 
studies by Aboud and Doyle (1996b) is often cited as evidence that mothers and their 
children do not have similar racial attitudes. 
Aboud and Doyle (1996b) compared European American mothers’ racial attitudes 
to those of their children when their offspring were in both kindergarten and third grade 
in an attempt to determine whether children’s and their mothers’ attitudes were similar. 
Children’s racial attitudes were assessed with the widely-used MRA, whereas mothers’ 
racial attitudes were assessed with the Katz and Hass (1988) measure, which examines 
whether subjects’ attitudes toward African Americans are consistent with a humanitarian-
egalitarian (pro-African American) or Protestant ethic (anti-African American) outlook. 
Consistent with findings from other studies, the children in this sample tended to be 
highly racially biased, while the mothers were more egalitarian. As such, children’s racial 
attitudes in both kindergarten and third grade were uncorrelated with either their mothers’ 
positive or negative feelings towards African Americans. Interestingly, Aboud and Doyle 
(1996b) also found that the children were unable to predict their mothers’ attitudes. 
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Instead, the children believed that their mothers shared their own racial attitudes (i.e., 
were highly biased). 
While these initial findings suggest that mothers’ and their children’s racial 
attitudes are not correlated, a more detailed look at the results suggest that there may in 
fact be a relation. Aboud and Doyle (1996b) also examined the mothers’ and children’s 
differentiation among African Americans. Differentiation refers to the degree to which an 
individual distinguishes among group members in terms of a given attribute; for example, 
differentiation among African Americans might refer to the degree to which an individual 
distributes African Americans along a continuum ranging from friendly to unfriendly. 
Differentiation among African Americans is included in many racial attitude measures, so 
while Aboud and Doyle chose to distinguish between racial attitudes and differentiation 
among African Americans, the two constructs are often considered to be related. In their 
study, they found a significant correlation between the kindergarten children’s and 
mothers’ differentiation among African Americans. Further, the children’s attitudes in 
third grade correlated with their mothers’ differentiation among African Americans and 
their own differentiation in kindergarten. Based on these results, then, it appears that 
mothers may influence their children’s racial attitudes through an indirect path: the 
mothers’ differentiation may influence their children’s differentiation in kindergarten, 
which in turn might influence the children’s racial attitudes in third grade. If mothers’ 
and their children’s racial attitudes are related, either directly or indirectly, then it is 
important to examine the mechanisms by which mothers may be influencing their 
children. Indeed, even if mothers and children have different racial attitudes, it is still 
possible that mothers are influencing their children in some manner. 
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A recent study completed in Italy supports the hypothesis that the relation 
between European American mothers’ and children’s racial attitudes may be more 
complicated that previously considered. Castelli, Zogmaister, and Tomelleri (2009) found 
that White Italian 3- to 6-year-old children’s explicit racial attitudes were unrelated to 
their mothers’ explicit racial attitudes. However, the children’s attitudes were related to 
their mothers’ implicit racial attitudes, suggests that young children’s racial attitudes may 
indeed be influenced by their families. 
The remainder of this chapter will explore possible ways in which European 
American mothers may influence their young children’s racial attitudes. I will first 
present a brief overview of parental socialization literature in general, focusing on the 
multi-faceted ways in which parents have been found to influence their children. Next, I 
will examine whether and how mothers’ verbal messages about race may influence their 
children. Following that, I will discuss the growing field of racial socialization. Finally, 
the chapter will end with a review of how maternal race-related behaviors and beliefs 
may influence their children’s racial attitudes. 
Parental Socialization 
Socialization is the process by which children’s beliefs, goals, and behaviors are 
shaped to conform to those of their social group so that they may become competent 
adult members of that group (Parke & Buriel, 1998). Within this section I will focus 
specifically on the role of parental socialization, although peers, teachers, the media, and 
other factors also influence the socialization process. Researchers have been interested in 
parental socialization for decades, and as the theories have developed, socialization has 
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increasingly been viewed as a multi-faceted, bi-directional, lifelong process (see, for 
example, Collins, Maccoby, Steinberg, Hetherington, & Bornstein, 2000).  
In their review of the history of socialization research, Bugental and Grusec 
(2006) argue that, before multifaceted models of socialization emerged, theorists tended 
to focus on one of three different aspects of parenting: parental actions, parental attitudes, 
or parental ideas and meta-cognitions. The first formal theories of parental socialization, 
which emphasized the influence of parental actions, grew out of psychoanalytic theory. 
Psychoanalytic theory hypothesizes that parental actions play an important role in 
shaping young children’s drives and impulses (e.g., Freud, 1965) and was influential in 
the formation of attachment theory (e.g., Bowlby, 1969; Hinde, 1976) and early social 
learning theory. While psychoanalytic, attachment, and social learning theorists focused 
on parental actions, other theorists became interested in how parenting attitudes might 
predict children’s outcomes. Parenting style research is an example of this approach. 
Parental styles or attitudes (such as authoritarianism, authoritativeness, and 
permissiveness; see Baumrind, 1967) were proposed to influence both the emotional 
climate in which parental values and beliefs are transmitted and the effectiveness of the 
transmission (Darling & Steinberg, 1993; Horne, 1933; Maccoby & Martin, 1983). 
Finally, a third group of researchers focused on parental ideas and meta-cognitions. These 
researchers tended to focus on caregivers implicit and explicit thoughts about their 
actions and how those thoughts influence children’s outcomes (e.g., Bugental & 
Johnston, 2000; Bugental, Johnston, New, & Silvester, 1998; Parke, 1978). 
As work on parental socialization has progressed, researchers and theorists have 
recognized the importance of integrating different perspectives and considering a broad 
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range of factors. For example, researchers have begun to make connections between 
biological and social processes (Collins et al., 2000). Further, ecological and cultural 
models (e.g., Bronfenbrenner, 1979; Harkness & Super, 2002) highlight the importance 
of considering the social networks in which the parent-child pair is embedded. These 
approaches recognize that children are affected by a number of influences, only one of 
which is the relationship with their parents. Where the child lives and attends school, 
whom the child interacts with, and the culture in which she is reared are all hypothesized 
to influence child outcomes. Finally, although the majority of research on socialization 
continues to utilize unidirectional models (Kuzaynski, 2003), socialization researchers 
have also recognized that the process of socialization is bi-directional. Much of what 
parents do is influenced not only by their own goals but also, for example, by their 
children’s actions (e.g., Bell & Harper, 1977; Reitz, Dekovic, Meijer, & Engels, 2006), 
goals (e.g., Maccoby & Martin, 1983), and temperament (e.g., Bates, 1980; Kochanska, 
Aksan, & Joy, 2007). Finally, current perspectives hold that socialization processes can 
only be well understood when researchers consider a range of parent, child, and societal 
factors (Bugental & Grusec, 2006). 
Building on this trend to integrate perspectives and influences, there are a myriad 
of potential ways to think about the role of maternal socialization practices in children’s 
racial attitudes. Mothers may, for example, explicitly tell their children what to think. For 
example, in a study by Bird, Monachesi, & Burdick (1952), 24% of boys and 30% of 
girls reported that their parents had told them not to play with Negro children. Mothers 
may also socialize their children through a combination of verbal and non-verbal race-
related cues. For example, they may emphasize the importance of egalitarianism by 
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providing their child with books about the history of different racial groups or, 
alternatively, may encourage mistrust of the outgroup by talking about other-race 
individuals who are dishonest or devious. These types of socialization are explored in the 
growing body of literature of racial socialization. Mothers may also socialize their 
children via their own behavior. For example, mothers may organize their children’s lives 
in a way that promotes certain attitudes. Or, children may see how their mothers act and 
infer how to feel or behave based on those observations. Finally, mothers’ own beliefs 
may play a role in how their children are socialized. Maternal beliefs may influence 
parenting goals and behaviors, which in turn influence children’s attitudes. 
The remainder of this chapter will be devoted to these four categories of 
socialization (e.g., verbal messages, verbal and non-verbal racial socialization, race-
related behaviors, and race-related beliefs). In each section, I will attempt to draw on 
existing socialization theory, while also focusing on whether, and how, mothers may 
influence their young European American children’s racial attitudes.   
Verbal Messages from Mothers 
As young children grow, their racial attitudes are arguably influenced not only by 
their cognitive skills and explorations of the world, but also the verbal messages they 
receive from their mothers. As children’s hearing and speaking abilities improve, 
research suggests that the influence of parents’ verbal messages increases. Studies have 
shown that parental verbal messages influence their young children’s diet (Hart, Bishop, 
& Truby, 2002), language use, aggression, and interest in activities (see Kagan, 1999). As 
children attempt to make sense of the world around them, it appears that they are 
receptive to their parents’ verbal messages and direct instructions.  
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Despite the potential power of parents’ verbal messages on their children’s racial 
attitudes, research suggests that most European American parents choose to not talk to 
their children about race. European American parents are often reluctant to discuss race 
because they fear it will sensitize their children to racial differences and make them 
prejudiced (Kofkin, Katz, & Downey, 1995). When asked why they did not think it was 
important to discuss race, parents noted that people were all the same and that their 
children had not asked. A teacher in Great Britain echoed the parents’ sentiments saying, 
“Children are children the world over. They meet and play on equal terms. Constant 
discussion of racial differences might lead to embarrassing situations” (Townsend & 
Brittan, 1973, p. 15).  
In an unpublished study of European American parents and their 12- to 18-month-
old children, Katz found similar results (see Katz, 2003 for an overview of the research). 
Katz asked parents to go through a picture book with their 12- to 18-month-old children 
and talk about the pictures. The book did not have text but was composed of magazine 
photographs that varied by age, race (African American and European American), and 
gender. Katz (2003) noted that the parents almost never mentioned racial differences. 
However, they did tend to talk about the pictures of the same-race people, choosing to 
focus on the ingroup without explicitly mentioning the racial similarity. Given the 
parents’ choices while discussing the pictures, it is easy to imagine that children may 
have assumed that their parents are racially biased. In fact, when parents show 
ambivalence about their own racial attitudes, the likelihood increases that children will 
misunderstand their parents’ attitudes and assume that they are biased (Katz & Hass, 
1988).  
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No published study has addressed the question of how and when European 
American parents discuss race with their children, or examined the consequences of such 
discussions, if and when they do occur, for children’s racial attitudes.  However, results 
from studies that have investigated the impact of children’s discussions about race with 
their peers provide hints about possible outcomes. Aboud and Doyle (1996a) studied the 
role of peer dyadic discussion about race on children’s attitudes by first identifying high- 
and low-prejudice third- and fourth-grade students. The children’s level of prejudice was 
determined using the Multi-response Racial Attitude measure (MRA; Doyle & Aboud, 
1995), which requires children to associate traits with racial groups. For example, each 
child placed the word “friendly” next to one or more of the pictures of the White, Black, 
and Chinese Canadian children, depending on their own racial attitudes and 
determination of which group is friendly. After being identified as either high- or low-
prejudice, each child was paired with a friend who had a different level of prejudice. The 
pairs of children were then asked to discuss two items, one positive and one negative 
attribute, from the racial attitude measure that they had completed. The pair was told that 
they had previously put about half of the words in different boxes, and they were going to 
discuss two words about which they disagreed. The researcher said, "When I leave, I 
want you to talk together for two minutes about whose boxes these words should go in: 
the White child, the Black child, the Chinese child, or more than one child. Don't put the 
cards in the boxes; just talk about where they go and why." They were never instructed to 
agree on a common answer. After the children finished the discussions, they were again 
separately given the racial attitude measure.  
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Results indicated that the discussions fostered greater tolerance in the high-
prejudice child; after the discussion, those children distributed the attributes more equally 
to all races. The discussions, in fact, affected children’s attitudes about not only the two 
attributes discussed with their peer, but the other 18 items as well. In particular, the 
previously high-prejudiced children were likely to assign more positive attributes to 
minorities and more negative attributes to Whites. In addition, the low-prejudice 
children’s attitudes only changed slightly, suggesting that the tolerant children did not 
become more prejudiced during the discussion. These findings suggest that explicit 
conversations about racial attitudes may reduce racial biases among children. 
Although Aboud and Doyle’s (1996a) study of peers suggests that discussions 
about race may influence children’s racial attitudes, the study does not address the role of 
parents or the potential influence of discussions on young children. Findings from studies 
that have investigated the explicit comments parents make to their children about gender 
differences, then, may be helpful in terms of identifying whether parental verbal 
instruction has an impact on children’s attitudes.  
Studies of mothers’ conversations with their young children about gender suggest 
that, much like racial stereotypes, mothers tend not to discuss gender stereotypes, even 
while reading gender-themed stories with their children. In a study of recorded mothers’ 
speech while reading a gender-themed story to their preschool children, Gelman, Taylor, 
and Nguyen (2004) found that even mothers with egalitarian attitudes commonly used 
language that implicitly stereotyped gender. For example, mothers made frequent use of 
generic statements concerning gender (e.g., "Girls play with dolls") and frequent use of 
gender labels (e.g., "That's a boy racing the car"). The weak relation between mothers' 
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attitudes and her behavior may explain why mothers' and children's gender attitudes are 
generally only weakly related (Tenenbaum & Leaper, 2002).  
In a study that was methodologically similar to the Gelman, Taylor, and Nguyen 
(2004) study, Raasch, Leaper, and Bigler (2007) examined the relation among (a) 
mothers’ gender attitudes, (b) mothers’ behavior while reading gender-themed stories and 
(c) their preschool children’s gender stereotyping. Overall, mothers’ gender role attitudes 
were unpredictive of their use of stereotypic or counterstereotypic statements to their 
children while reading. That is, mothers largely failed to convey their personal attitudes 
in their speech to their children. Unsurprisingly (given this lack of attitude-behavior 
consistency among mothers), children’s gender role attitudes were unrelated to those of 
their mothers. 
The results from these studies suggest that many mothers are not willing to 
discuss race with their children and so are not influencing their children’s racial attitudes 
with their own verbal messages. As such, it is tempting to hypothesize that children of 
these mothers have racial attitudes that are not influenced by their mothers. However, 
socialization research suggests that parents influence their children with more than just 
their own verbal messages, and so mothers who are not willing to discuss race may in 
fact be influencing their children’s racial attitudes. In the next three sections, I will 
attempt to address the question of how these mothers might be influencing their 
children’s racial attitudes by specifically focusing on the potential role of maternal racial 
socialization, race-related behaviors, and race-related beliefs. The first of these potential 
influences, racial socialization, is a relatively recent theory that refers to the implicit and 
explicit messages mothers convey to their children about race. The next section of this 
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chapter will provide a brief review of the racial socialization literature, focusing on 
possible implications for the current study. 
Racial Socialization 
Racial socialization is generally defined as race-related communications to 
children from parents (Hughes & Johnson, 2001). Racial socialization has not been 
systematically investigated in White American families but has been studied among 
African American families and, to a lesser extent, in Latino families in the U.S. (e.g., 
Hughes, 2003; Hughes et al., 2006; Phinney & Chavira, 1995). A brief review of African 
American racial socialization is useful for suggesting aspects of parental behavior that 
may influence young White children’s racial attitudes.  
According to Peters (1985), racial socialization in the African American 
community is the process parents engage in to raise physically and emotionally healthy 
African American children in a society in which being African American is perceived 
negatively.  Multiple dimensions of African American racial socialization have been 
identified and include (1) cultural socialization, teaching children about their ethnic 
heritage and instilling ethnic pride, (2) preparation for bias, teaching children about 
racism and preparing them to face discrimination, (3) promotion of mistrust, warning 
children about the need to distance themselves from other racial/ethnic groups, and (4) 
egalitarianism or promotion of pluralism, emphasizing the similarities between, and 
equality of, all races (Hughes, 2003; Hughes & Chen, 1997, 1999; McAdoo, 2002). 
Using data from the National Study of Black Americans, Thornton, Chatters, Taylor, and 
Allen (1990) found that almost two-thirds of African American parents reported 
incorporating some form of racial socialization into their parenting practices. 
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Racial socialization, as it has been conceptualized in studies of African American 
parenting, can be both implicit and explicit. Racial socialization messages are generally 
communicated to children through a combination of family discussions, direct instruction 
about race, and observations of their parents interacting with people of their own and 
other races (Murray & Mandara, 2002; Thornton et al., 1990). Growing evidence 
suggests that, regardless of the method of communication, racial socialization is 
associated with positive outcomes in African American children. Racial socialization is 
positively related to more involved mother-child interactions (Frabutt, Walker, & 
MacKinnon-Lewis, 2002), self-esteem and self-worth (Bowman & Howard, 1985; 
Tatum, 2004), academic achievement (Mandara, 2006; Murry & Brody, 2002), racial 
coping and competence (Johnson, 2001), and racial identity development (Marshall, 
1995). Racial socialization has also been associated with decreased behavioral problems 
(Caughy, O’Campo, Randolph, & Nickerson, 2002). These positive relations between 
racial socialization and children’s outcomes suggest that, at least among African 
Americans, parents’ race-related messages and behaviors influence their children. 
Most studies of African American parental racial socialization have focused on 
school-age and adolescent children. Little is known about the ways that African 
American parents of younger children may also engage in racial socialization practices. 
The few studies that have examined this process with preschool age children have shown 
inconsistent findings. Some studies report that the majority of African American parents 
of preschoolers do practice at least one dimension of racial socialization (Caughy et al., 
2002; Hughes & Chen, 1997; Suizzo, Robinson, & Pahlke, 2008), whereas others have 
found that only a small proportion of parents engage in this process (Peters, 1985; 
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Spencer, 1983). Further, the field is still in the process of considering whether parents’ 
racial socialization practices influence their preschool age children’s attitudes and 
outcomes. So, although the available racial socialization literature suggests that parents 
influence school age and adolescent children’s thoughts and behaviors, we do not yet 
know whether parental racial socialization practices influence young children’s attitudes.  
Despite the fact that little is known about racial socialization of preschoolers or 
about the specific domains of European American racial socialization, the research that 
has been completed suggests that parents’ behaviors do influence their children. The next 
section of this chapter will explore non-verbal race-related behavior and then, following 
that section, this chapter will end with a discussion of how race-related beliefs may 
influence children’s attitudes.  
Maternal Race-Related Behaviors  
The research on European American mothers’ discussions about race with their 
children suggests that many mothers choose to avoid discussions about race with their 
children (Kofkin, Katz, & Downey, 1995). However, while these mothers are avoiding 
having discussions about race with their children, they are engaging in a broad range of 
other behaviors that, according to socialization research, may influence their children. 
Racial socialization research highlights some of these potential influences and is helpful 
in terms of identifying domains of socialization (for example, egalitarianism, history of 
groups, and stories about discrimination). However, the racial socialization literature does 
not specifically address the question of how maternal behaviors influence children. 
Within this section, I will consider the role of non-verbal behaviors in an attempt to 
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provide a broader conceptualization of the mechanisms by which mothers may influence 
their young European American children’s racial attitudes.  
Focusing on a broad range of potential maternal influences is consistent with 
recent trends in socialization research. An example of this type of approach is Parke and 
colleagues’ (1994) tripartite model, which focuses on the potential influence of a broad 
range of parental behaviors on young children’s friendships with peers (see Figure 3). In 
addition to emphasizing the role of direct parental instruction, they suggest that parents 
influence their children through the opportunities they provide and through parent-child 
interactions. The role of parental behavior related to providing children with 
opportunities has been studied in a number of domains. Research suggests, for example, 
that parents’ choices about where they live, the schools their children attend, and the 
structured activities that their children are involved in influence their children’s social 
adjustment (e.g., Coser, 1964; Farver, Ghosh, & Garcia, 2000; Medrich, Roizen, Rubin, 
& Buckley, 1982; Rubin & Sloman, 1984).  
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Figure 3 
A Tripartite Model of Parental Socialization 
 
 Source: Adapted from Parke, R. D., Burks, V. M., Carson, J. L., Neville, B., & Boyum, 
L. A. (1994). Family-peer relationships: A tripartite model. R. D. Parke & S. G. Kellam 
(Eds.), Exploring family relationships with other social contexts (pp. 115-146). Hillsdale, 
NJ: Lawrence Erlbaum Associates. 
 
The influence of these types of parental behaviors and choices on children’s racial 
attitudes has never been studied. However, given that research on intergroup contact 
suggests that the racial makeup of children’s schools, peer groups, and neighborhoods 
influence their racial attitudes (e.g., Pettigrew & Tropp, 2006; Rutland, Cameron, 
Bennett, & Ferrell, 2005), it is reasonable to hypothesize that this form of maternal 
behavior might influence children’s racial attitudes. That is, I propose that mothers’ 
decisions about neighborhoods, schools, and structured activities should be considered 
possible influences on children’s racial attitudes.   
Parke and colleagues (1994) also considered whether parent-child interactions 
influence children’s experiences with peers. This type of parental socialization is likely 
less relevant in the domain of racial attitude development. However, it may be that 
children’s racial attitudes are influences by their own observations of their parents’ social 
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interactions with others. The idea that children observe events around them and, further, 
that they learn by watching and observing is well accepted (Bandura, 1986; Maccoby & 
Martin, 1983; Piaget, 1962; Rogoff, 2003; Tomasello, 1999). Studies have demonstrated, 
for example, that children can learn rules of games (Zimmerman & Rosenthal, 1974), 
new vocabulary words (Huston & Wright, 1998), and aggressive behavior (Anderson & 
Bushman, 2001) simply by watching others. Arguably more relevant to this study, 
McHale, Crouter, & Whiteman (2003) found that children’s observation of their parents’ 
family roles affect their gendered attitudes and behaviors. For example, children who 
grow up in single parent, mother-headed households tend to be less sex-typed than their 
peers from homes where fathers are present (Covell & Turnbull, 1982; Roberts, Green, 
Williams, & Goodman, 1987; Russell & Ellis, 1991; Stevenson & Black, 1988). 
Rogoff and colleagues (2003) have studied observational learning in many 
different types of communities and use the term intent participation to refer to the “keen 
observation and listening” in which children often participate. Intent participation 
includes features like eavesdropping, listening to narratives, and intent observations of 
other around them with the goal of one day being prepared to participate in the activity on 
their own. Importantly, Rogoff and colleagues (2003) note that when young children are 
given opportunities for intent participation, adults do not necessarily need to have 
specialized conversations with the children to prepare them for the future. When children 
are given the opportunity, children can learn by merely observing and listening. 
Consistent with Rogoff’s work, Catelli, De Dea, and Nesdale (2008) recently 
demonstrated that when White Italian preschool-aged children watched short videos of a 
White and Black adult interacting, the children were more influenced by the White 
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adult’s nonverbal behavior than by what the White adult actually said (Castelli, De Dea, 
& Nesdale, 2008). 
Related to this type of observational learning, I hypothesize that young children 
sometimes learn about race through intent participation around their mothers. In other 
words, I expect that by observing their mothers around in- and outgroup members and by 
listening to their mothers’ discussions, children pick up signals and lessons about race. In 
order to examine this hypothesis, I included several measures of mothers’ race-related 
behaviors in this study. I expect, even in families where mothers never directly discuss 
race with their children, that children learn about race and their mothers’ racial attitudes 
via their observations of her behavior. However, because I can only examine a limited 
range of maternal race-related behaviors, I also measured mothers’ race-related beliefs, 
which I will discuss in the next section of this chapter. 
Maternal Race-Related Beliefs  
No published studies have investigated the influence of European American 
mothers’ race-related beliefs on their children’s racial attitudes. This lack of research on 
the influence of White mothers’ beliefs is in part related to the dearth of information 
available on European American racial socialization, since mothers’ behaviors and 
beliefs are often measured as aspects of racial socialization. This lack of research is also 
likely to reflect the field’s tendency to look towards other, non-parental factors (such as 
intergroup contact and cognitive skills) as predictors of European American children’s 
racial attitudes. I included several measures of mothers’ race-related beliefs in the current 
study. One potential benefit of including measures of mothers’ race-related beliefs is that 
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they provide information about mothers’ goals and values, which may in turn influence 
mothers’ race-related behaviors and decisions. 
A large body of research has investigated the relation between individuals’ beliefs 
and behaviors in non-race related domains (see Goodnow, 1988; Miller, 1995; Sigel, 
1986 for a review). This research often focuses on the question of whether there is in fact 
a relation between beliefs and behaviors. The central question, in effect, is whether 
individuals’ beliefs influence what they do. While some research suggests that parents’ 
beliefs are rarely linked to their actions (e.g., Miller, 1986; Sigel, 1986), other studies 
have demonstrated a link between beliefs and behaviors (e.g., Mills & Rubin, 1990; Parks 
& Smeriglio, 1986). In a review of the behavior-belief literature, Miller (1988, 1995) 
noted that the evidence indicates that there is a positive, albeit small, relation between 
parents’ beliefs and their behavior around children. Further, Miller (1988) has suggested 
that studies that do not find a positive relation between behaviors and beliefs generally 
fail to tap the same construct with their measures and may in fact find a connection with 
different methods. This research suggests that examining mothers’ race-related beliefs 
may be helpful in terms of understanding their current and future race-related behavior 
around their children.   
As noted previously, research suggests that many European American mothers do 
not talk to their young children about race-related topics. If reports of spoken 
conversations were the only measure used to understand how these mothers approach 
race-related topics, the results would suggest that the children get no race-related 
messages from their mothers. However, as suggested by the review of general parental 
behavior, European American mothers may communicate their attitudes through other 
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mechanisms, such as actions, choices about the people with whom their child interacts, 
and non-verbal cues. Given the apparent relation between parents’ behaviors and beliefs, 
it may be beneficial to explore how mothers’ race-related beliefs relate to their children’s 
attitudes. In addition, since European Americans are often hesitant to discuss race 
(Tatum, 1997), it is possible that the mothers are turning to others for help in instructing 
their children about race. As such, it is possible that the mothers’ beliefs will not correlate 
with their own behavior, but will be predictive of the behavior of teachers, friends, or 
relatives. For these reasons, I included a number of measures of mothers’ race-related 
beliefs in the current study. 
Summary 
In conclusion, the research explored in this chapter highlights the complex and 
myriad ways in which mothers may be influencing their young European American 
children’s racial attitudes. It appears that direct instruction about racial attitudes is 
infrequent among European American families. In other words, relatively few European 
American mothers appear to explicitly discuss their views of race and racial differences 
with their young children. However, the socialization research reviewed in this chapter 
suggests that direct verbal instruction is only one of the many ways mothers may be 
influencing their children. European American mothers’ race-related behaviors and 
beliefs may be influencing their children’s racial attitudes. By exploring these topics in 
further detail through empirical work, the field may well uncover a range of ways 
mothers influence young White children’s attitudes. In the next chapter, I will present the 
methods of the current study, including information about the participants, study 
procedure, and measures. 
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Chapter Four: Methods 
Within this chapter, I will present information about the current study’s 
methodology, including details about the participants, procedures, and measures. In the 
previous chapter, I have argued that the conclusion that mothers do not influence their 
children’s views of race is premature, and is rooted in research with methodological 
shortcomings. That is, I have suggested that European American mothers have the 
potential to influence their children’s views of race via two, understudied mechanism: 
their race-related behaviors and beliefs and their provision of opportunities for interracial 
interaction (rather than via direct explicit instruction concerning racial attitudes). This 
study investigates these hypotheses through a multi-method design. 
Specifically, this study is guided by four broad research questions: 
1. Do European American mothers and children have similar racial attitudes and 
are they aware of the degree of similarity between their racial attitudes?  
2. In general, what are European American mothers’ race-related behaviors and 
beliefs, and what factors are related to variations in those behaviors and 
beliefs? 
3. Do European American mothers’ race-related behaviors or beliefs influence 
their children’s racial attitudes? 
4. How are European American children’s racial attitudes influenced by other 
factors, such as intergroup contact, cognitive skills, and exposure to television 
shows? 
Participants 
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Eighty-four mothers and their children (36 girls and 48 boys) participated in the 
current study. All mothers self-identified themselves and their child as White, Caucasian, 
or European American.  
Mothers who participated in the study ranged in age from 22 to 58 years (M = 
37.53, SD = 5.07). Almost all of the mothers (96.6%) were married and owned their own 
home (91.5%). The mothers tended to be highly educated. All of the mothers had 
graduated from high school, 87.6% of mothers had graduated from college, and 43.2% of 
mothers had attended some form of post-bacheloreate training. The mothers’ partners 
were also highly educated, with 86.4% of them graduating from college or a post-
bacheloreate program.   
The children who participated in the study ranged in age from 49 to 71 months (M 
= 56.55, SD = 5.37). None of the children had started kindergarten. Most of the children 
had one sibling (range 0-4 siblings, M = 1.30, SD = .74), and of the 78 children who had 
siblings, over half were the oldest child in their family (56.4%). Almost all of the children 
(81.9%) attended preschool and, on average, attended school part-time (range 4-45.5 
hours per week, M = 20.06, SD = 11.51).  
Participants were primarily recruited through the Children’s Research Lab, which 
is affiliated with the Department of Psychology at the University of Texas. The Lab has a 
database of families who have either participated in or expressed interest in participating 
in studies in the past. Potential participants were contacted via emails or phone calls (see 
Appendix A for a copy of the email sent to parents and a copy of the telephone script 
used). To reach additional families, I handed out flyers at local preschools and parenting 
groups (see Appendix A for a copy of the flyer). Finally, some of the mothers who 
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participated in the study offered to recruit their own friends to participate. These mothers 
forwarded the recruitment email to their friends; they did not tell their friends that the 
study was focused on racial attitudes.  
Procedure 
 When families arrived at the Children’s Research Lab, children played in the 
lobby while I explained the consent form to their mother. A copy of the consent form is 
available in Appendix B. Once the mother signed the consent form, the mother and the 
child were escorted to the reading room where a video camera was set up. The mother 
was asked to read two books out loud to her child as she would under normal 
circumstances, including commenting on and explaining anything that she felt was 
necessary. Families were told they could read the books in any order. Just over half of the 
families (58.5%) chose to read What If the Zebras Lost Their Stripes? first. 
 The two books that mothers read are edited versions of popular children’s book. 
The first book, David’s Drawings by Cathryn Falwell (2001), tells the story of a boy who 
creates a picture with the help of his friends at school. The book has been rated as 
appropriate for preschoolers by the School Library Journal (Wlliams, 2001). None of the 
mothers had ever read David’s Drawings before. The second book, What If the Zebras 
Lost Their Stripes? by John Reitano (1998), presents a series of questions related to what 
would happen if some zebras became all black and others all white. The book has been 
rated as appropriate for four year olds by Publishers Weekly (1998). Only two of the 
mothers who participated in the study had previously read the book What If the Zebras 
Lost Their Stripes? An explanation of the selection criteria used to choose the books and 
the full text of the books is presented in Appendix C. 
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 After the mother finished discussing the book with her child, I came into the room 
and explained that we were particularly interested in children’s attitudes about different 
racial groups. I told the mothers that, with their approval, I would like to ask their child to 
complete a picture sorting task and racial attitudes measure. All mothers agreed to allow 
their child to participate in the second portion of the study. Because we wanted the 
mother and child to estimate each other’s attitudes, mothers were asked to complete their 
questionnaire packet in an adjoining room. This room included a window that looked into 
the room where the child worked with me to complete the tasks. A few children were not 
willing to leave their mothers and so completed the measures in the same room as their 
mother. In these cases, I asked the child to point to their answers (rather than saying the 
answers out loud) so as not to influence mothers’ estimates. Once the children completed 
the measures, I provided a short debriefing. Using the pictures used in the classification 
skills measure (see below), I asked the children to make guesses about ways in which 
some of the African American and European American students may be similar or 
different based on their pose or dress. I then said that although I had asked them 
questions about people with different color skin, we cannot actually tell anything about 
anyone based on their skin color. We need to get to know people before we know 
anything about what they enjoy or how they act.  
Table 1 provides an overview of the means, standard deviations, and Cronbach’s 
α coefficients for all of the multi-item measures. 
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Table 1 
 
Cronbach’s α Reliability Coefficients and Summary Statistics for Multi-item Scales 
Scale Number of 
items 
α M SD 
Children’s measures     
Attitudes toward European 
Americans  
10 .85 3.95 .80 
Attitudes toward African 
Americans 
10 .71 3.83 .75 
Estimate of mother’s attitudes 
toward European Americans 
10 .81 4.06 .72 
Estimate of mother’s attitudes 
toward African Americans 
10 .79 3.96 .76 
Social distance ratings 5 .74 3.11 1.13 
Estimate of mother’s social distance 
ratings 
5 .81 3.18 1.22 
Mothers’ measures     
Attitudes toward European 
Americans  
10 .79 3.35 .41 
Attitudes toward African 
Americans 
10 .80 3.43 .38 
Estimate of child’s attitudes toward 
European Americans 
10 .91 4.03 .56 
Estimate of child’s attitudes toward 
African Americans 
10 .92 4.05 .57 
Social distance ratings 5 .94 4.73 .35 
Estimate of children’s social 
distance ratings 
5 .93 4.42 .49 
Beliefs about child’s experiences in 
racially segregated settings 
7 .88 2.85 .88 
Beliefs about child’s experiences in 
racially integrated setting 
5 .71 3.86 .62 
Racial socialization behaviors     
Egalitarianism 4 .89 2.61 1.11 
History of other groups 4 .79 2.68 .89 
Discrimination against other 
groups 
7 .92 1.79 .78 
Preparation for bias 2 .74 1.37 .60 
Racial socialization beliefs     
Egalitarianism 4 .70 4.75 .42 
History of other groups 4 .77 2.85 .88 
Discrimination against other 
groups 
7 .78 4.24 .59 
Preparation for bias 2 .70 3.42 1.06 
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Child Measures 
Classification skills. During an individual interview with me, each child was 
presented with photographs of 16 people. The pictures were obtained from clothing 
catalogs. The pictures varied by race (8 European Americans, 8 African Americans), 
gender (8 males, 8 females), age (8 children, 8 adults), and facial expression (8 smiling, 8 
not smiling). In addition, the individuals differed in their type of clothing and pose. These 
differences provided children with several dimensions along which to sort the pictures.  
 Before beginning the sorting task, I gave the child four blocks that varied by color 
and the presence of wheels. I asked the child what you could do if you wanted to separate 
or sort the blocks into two groups. After sorting the blocks once (i.e., either by color or 
presence of wheels), I asked the child to sort the blocks in a different way. I did not move 
onto the picture sorting task until the child was successfully able to sort the blocks into 
two groups. Once presented with the pictures, the child was asked to sort the pictures into 
two groups. I prompted the child to continue to sort the pictures as many times as 
possible. The dimensions the child used to classify the pictures were recorded, and then 
the number of distinct dimensions the child used were tallied. So, for example, if a child 
first sorted people as having blonde vs. not blonde hair and then sorted people as being 
kids vs. adults, they were given credit as having sorted along two dimensions. If, instead, 
a child first sorted people as having blonde vs. not blonde hair and then sorted people as 
having brown vs. not brown hair, they were only given credit as having sorted along one 
dimension. The number of distinct dimensions along which the child sorted serves as the 
measure of the child’s classification skills. This measure of classification skills has been 
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used in previous studies (e.g., Bigler & Liben, 1993) and has been found to be an 
appropriate measure of classification skills.  
Children’s trait ratings. Children completed the Black/White Evaluative Trait 
Scale (BETS; Hughes & Bigler, 2007). The scale consists of ten traits, including five 
positive (nice, pretty, honest, generous, happy) and five negative (cruel, bad, dumb, awful, 
selfish) traits. Each trait is defined for the child (see Appendix D for a full copy of the 
measure). The BETS was administered once for each target race, with order of target race 
counterbalanced across participants. Because forced-choice response formats have been 
criticized as lacking validity (see Aboud, 2003), the BETS includes multiple response 
options. Children were asked, “How many Black [White] people are ______?” using a 
five-point scale, including the response options, “almost all” (5), “a lot” (4), “some” (3), 
“not many” (2), and “hardly any or none” (1). A visual representation of the scale (see 
Appendix D for the version used for the Black-target items) was used to ensure that the 
children understood the options and could respond even if they were unwilling to talk. I 
used the child-provided labels for the groups. So, for example, if the child labeled the 
African Americans as “brown skin people,” I asked, “How many brown skin people are 
pretty and have nice looking faces and hair?” (see Table F-1 for a list of the labels 
children provided for the two groups). Children’s attitudes toward European Americans 
was computed by reverse scoring the negative trait items, and then averaging the 10 
European American-targeted items for a mean score of attitudes toward European 
Americans. The same procedure was used to create a mean score of attitudes toward 
African Americans. Both of these scales were reliable (see Table 1 for Cronbach’s α 
coefficients for this and other multi-item measures). A total trait ratings was created by 
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subtracting the attitudes toward African Americans scale from the attitudes toward 
European Americans scale. Possible scores range from -4 to 4, with positive scores 
indicating pro-European American bias, negative scores indicating pro-African American 
bias, and scores near 0 indicating low levels of racial bias. 
Children’s social distance ratings. Children responded to five of the items from 
the Ethnic Social Comfort Scale (Rollock & Vrana, 2005), which is a measure designed 
for adults that the mothers completed. The children were asked, “How happy would you 
be to have a Black ______?” (a) teacher, (b) friend, (c) neighbor, (d) doctor, and (e) 
babysitter. Response options were: “strongly agree” (5), “slightly agree” (4), “unsure” 
(3), “slightly disagree” (2), and “slightly agree” (1). Again, children used visual 
representations with big or small thumbs up scale response options (see Appendix D). I 
also used the child-provided labels for the groups.   
Children’s estimate of mothers’ trait ratings. Children were asked to estimate 
their mothers’ responses to the items on the BETS (Hughes & Bigler, 2007). 
Children’s estimate of mothers’ social distance ratings. Children were asked to 
estimate their mothers’ responses to the five items from the Social Comfort Scale. 
Maternal Measures 
Mothers completed a number of questionnaires about their families, racial 
attitudes, race-related behaviors, and beliefs. Table 2 provides an overview of the 
questionnaire.  
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Table 2  
Overview of Questionnaires Completed by Mothers 
 Targeted Domain 
M
ea
su
re
 
N
am
e 
Mother’s Family Mother’s Racial 
Attitudes 
Mother’s Race-
Related Behaviors 
Mother’s Race-
Related Beliefs 
1. Demographics 
2. Estimate of 
Child’s Trait 
Ratings 
 Positive White 
 Positive Black 
 Negative White 
 Negative Black 
3. Estimate of 
Child’s Social 
Distance Ratings 
4. Child’s 
Interracial Contact 
 At school 
 In neighborhood 
 Interpersonal 
1. Trait Ratings 
 Positive White 
 Positive Black 
 Negative White 
 Negative Black 
2. Social Distance 
Ratings 
 
1. Racial 
Socialization 
Behaviors 
 Egalitarianism 
 History of other 
groups 
 Discrimination 
against other 
groups 
 Preparation for 
bias 
2. Experiences with 
Interracial Contact 
 At child’s school 
 In neighborhood 
 Interpersonal 
1. Racial Socialization 
Beliefs 
 Egalitarianism 
 History of other 
groups 
 Discrimination 
against other 
groups 
 Preparation for  
bias 
2. Beliefs About 
Child’s Intergroup 
Contact 
Note. The names of the subscales are included below the measure names. 
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Demographics. Each mother completed a background questionnaire that inquired 
about her age, education level, home ownership status, current relationship status, and 
number of children. The measure also asked the mother to identify her own ethnic 
background and that of her child and her child’s father. Only mothers who indicated that 
both she and her child are European American were included in the final sample. A copy 
of this and all other maternal measures is available in Appendix E. 
Preschools. Each mother was asked whether her child attended preschool and, if 
so, the name of the school and how many hours during a typical week the child attended 
the preschool.  
Television shows. Each mother was asked to list the T.V. shows that her child 
regularly watches. Two independent research assistants looked up information on each 
show, noting, first, whether the show was broadcast on PBS. Second, the researchers 
noted whether the main characters were only animals (e.g., Backyardigans) or included at 
least some humans (e.g., Sesame Street). For shows with human main characters, the 
researcher then recorded the race/ethnicity of each main character. Analyses reported in 
this document use codes based on whether “none” (e.g., Scooby Doo), “some” (e.g., 
Calliou), or “all” (e.g., Little Bill) of the main human characters are African American. 
Discrepancies between the two coders were settled through discussions. 
Mothers’ trait ratings. The mothers completed the BETS (Hughes & Bigler, 
2007), which is the same pro-European American racial bias measure that the children 
completed. The BETS measures explicit racial attitudes, as opposed to the modern, subtle 
forms of racism that are measured by scales such as the Symbolic Racism Scale (Henry 
& Sears, 2002; Sears, 1988), Implicit Association Test (Greenwald, McGhee, & 
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Schwartz, 1988) and Modern Racism Scale (McConahay, 1986). I measured mothers’ 
explicit prejudice level, as opposed to their implicit racial attitudes, because I wanted to 
be able to compare mothers’ and children’s attitudes. The version of the BETS the 
mothers completed was identical to the children’s version, except that definitions of the 
traits were not provided to the mothers. So, for each of the 10 positive and 10 negative 
traits, mothers were asked, “How many Black [White] people in the United States are 
______?” using a five-point scale, including the response options, “almost all” (5), “a lot” 
(4), “some” (3), “not many” (2), and “hardly any or none” (1). As with the children’s 
measure, a trait ratings was created by subtracting mothers’ mean level of attitudes 
toward African Americans from their mean level of attitudes toward European 
Americans. 
Mothers’ social distance ratings. Mothers completed a slightly revised version of 
the Ethnic Social Comfort Scale (Rollock & Vrana, 2005). The prompt “Happy to have a 
Black person as my academic advisor” was changed to “Happy to have a Black person as 
my mentor,” and the prompt “Happy to have a Black person sit next to me in the dining 
hall” was dropped. 
There is a long history of attempting to assess adults’ social comfort with the 
outgroup. Bogardus (1925, 1933) developed the Social Distance Scale, which asked 
respondents to rate their level of comfort with different groups (ranging from, for 
example, “would bar them from my nation” to “would marry into the group”). Although 
well used, the Social Distance Scale does not allow for comparisons of different types of 
relationships (e.g., intimate or nonintimate). In addition, issues have been identified with 
the construction of the item responses (see Rollock & Vrana, 2005 for an overview). To 
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address these concerns, Byrnes and Kiger (1988) developed an 8-item Social Scale. 
Subsequently, in 2005, Rollock and Vrana revised the scale by adding eight additional 
items in an attempt to strengthen the intimate and nonintimate subscales. In the current 
study, both the intimate and nonintimate subscales were reliable. However, for the 
current set of analyses I only examined mothers’ responses to the five items that the child 
also responded to (i.e., “How happy would you be to have a Black ______?” (a) teacher, 
(b) friend, (c) neighbor, (d) doctor, and (e) babysitter). The mothers’ responses were 
rescaled from a 7- to a 5-point response scale to match the children’s scale, and the 
responses to the five items were averaged to create a measure of mothers’ mean comfort 
with African Americans (see Table 2). 
Mothers’ estimate of children’s trait ratings. Mothers were asked to estimate their 
children’s responses to the items on the BETS (Hughes & Bigler, 2007). 
Mothers’ estimate of children’s social distance ratings. Mothers were asked to 
estimate their children’s responses to the five items from the Social Comfort Scale. 
Mothers’ current racial socialization behaviors. To examine mothers’ 
communication of racial socialization messages to their children, mothers completed a 
heavily modified version of the Parental Racial/Ethnic Socialization Behaviors measure 
(Hughes, unpublished). To examine racial socialization behaviors that may be more 
relevant in European American families, some of the items and subscales were modified 
from the Hughes version. For each item mothers answered the question, “About how 
often do you tell your child this?” (see Appendix E for a copy of the measure). The 
questionnaire contains four subscales: Egalitarianism (“People are equal, regardless of 
their race or ethnic background”), History of Other Groups (“About important people in 
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the history of other racial or ethnic groups”), Discrimination Against Other Groups 
(“About the discrimination people from other racial or ethnic groups have experienced in 
the past”), and Preparation for Bias (“About the possibility that some people might treat 
him/her badly or unfairly because of our race or ethnicity”). The Egalitarianism and 
Preparation for Bias subscales appear on the Hughes version of the measure. However, 
in the current study, I created items to tap mothers’ messages about the History of Other 
Groups and Discrimination Against Other Groups in an attempt to better understand 
practices that may be particularly relevant to European Americans. In pilot tests, 
European American mothers struggled to answer questions from Hughes’ Cultural 
Socialization subscale (example items are, “Celebrate cultural holidays of our ethnic or 
racial group” and “Talk about important people in the history of your ethnic or racial 
group”). Many of the mothers I talked with had a difficult time differentiating between 
“European American” or “White” and “American” when thinking about the Cultural 
Socialization items. As such, I dropped the Cultural Socialization subscale and instead 
asked mothers about the messages they sent about the History of Other Groups (using 
much of Hughes’ wording from the Cultural Socialization subscale) and Discrimination 
Against Other Groups (using much of Hughes’ wording from the Preparation for Bias 
subscale). 
Mother’s racial socialization beliefs. To examine mothers’ beliefs about the 
importance of providing racial socialization measures to their child in the future, mothers 
re-answered each of the questions from the modified Parental Racial/Ethnic Socialization 
Behaviors measure (Hughes, unpublished). The second time through, mothers answered 
the question, “How important do you think it is that you do this at some point in the 
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future?” The subscales were identical to the subscales tapping self-reported racial 
socialization behaviors: Egalitarianism, History of Other Groups, Discrimination Against 
Other Groups, and Preparation for Bias.  
Mothers’ interracial contact. To determine the mother’s level of interracial 
contact, mothers were asked about the ethnic/racial background of (1) the children at their 
child’s preschool, (2) the people in the neighborhood where their child spends the 
majority of their time, and (3) their own friends. For each of the three areas, mothers 
were asked two questions. First, they were asked to identify the area as either: (1) all 
White, (2) high majority White (99-90 percent White), (3) majority White (89-50 percent 
White), (4) majority non-White (49-11 percent White), or (5) high majority non-White 
(10-1 percent White). Second, they were asked to estimate and record the percentage of 
(1) White, (2) Black or African American, (3) Latino or Hispanic, (4) Asian, and (5) 
Other people in each of the areas. A copy of these items is available in Appendix E. 
Mothers’ beliefs about their children’s interracial contact. Mothers completed a 
10-item scale designed specifically for this study to measure their level of comfort with 
varying degrees of interracial contact for their child. Mothers rated their level of comfort 
with 12 hypothetical scenarios. Seven of the scenarios concerned experiences in racially 
segregated settings (e.g., How comfortable would you be if your child attended an all-
White school?) and five concerned experiences in racially integrated settings (e.g., How 
comfortable would you be if your child dated a Black person?). Two separate subscale 
scores were computed (i.e., comfort with racially segregated settings and comfort with 
racially integrated settings). 
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Children’s interracial contact. Children’s interracial contact was measured using 
the same items that measured mothers’ interracial contact (i.e., interracial contact at their 
preschool, in their neighborhood, and among their mother’s friends). In addition, to 
examine the racial/ethnic background of the children’s own friends, mothers were asked 
to identify their child’s friends as either: (1) all White, (2) high majority White (99-90 
percent White), (3) majority White (89-50 percent White), (4) majority non-White (49-11 
percent White), or (5) high majority non-White (10-1 percent White). Next, mothers were 
asked to estimate and record the percentage of their child’s friends who were: (1) White, 
(2) Black or African American, (3) Latino or Hispanic, (4) Asian, and (5) Other. A copy 
of these items, as they appeared in the questionnaire, is available in Appendix E. 
Observed Race-Related Behavior 
Comments during reading of David’s Drawings. To analyze the mothers’ 
comments during the reading of David’s Drawings, each of the mother-child 
conversations was transcribed. Once the transcriptions were completed, I and a group of 
undergraduate lab members read through all of the conversations with the goal of 
determining appropriate codes to classify mothers’ and children’s comments about racial 
diversity. Through a series of discussions, we identified two categories of codes that 
relate to diversity.  
The first code is “race-related” (see Table G-1). To be coded in this category the 
mother’s or child’s comment needed to refer to the ethnicity or race of the characters. 
The second code is “cooperation” (see Table G-2). During the reading of the 
conversations, our team noticed that some mothers made evaluative statements about 
working together (e.g., “Look at that teamwork. That's awesome. They're doing it 
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together”). Although these evaluative statements do not explicitly mention the racial 
diversity of the characters in the book and can thus not be considered as race-related 
behavior, the comments may serve as indirect comments about the value of diversity. To 
ensure that all of the conversations were properly coded, at least one undergraduate lab 
member read through the transcripts and coded the material. Then, I reread the transcripts 
and independently coded the material. In cases of disagreement between me and the 
undergraduate coders, we met to discuss the content and determine whether to code the 
portion of the conversation. 
When I proposed this study, I planned to examine all race-related comments and 
develop finer-grained codes. However, since only 6 comments were coded as “race 
related” and only 13 comments were coded as “working together,” I did not develop 
finer-grained codes. Instead, in the discussion of the quotes in the results section, I have 
attempted to highlight similarities and differences among the coded comments.   
Comments during reading of What If the Zebras Lost Their Stripes?. The same 
general procedure that was used to code the David’s Drawings transcriptions were used 
to code the transcriptions from the readings of What If the Zebras Lost Their Stripes? 
Because this book asks a series of questions about whether white and black zebras would 
discriminate against one another or get along, the codes focused on issues related to 
discrimination and intergroup harmony. Because the book is a series of questions, I coded 
families’ responses to the questions separately. So, for example, if a child said “No” 
twice in response to a question about whether zebras would fight if they lost their stripes, 
those two responses were considered to be eligible for only one code. However, if the 
child said “No” in response to a questions about whether zebras would fight and then said 
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“No” when asked if there would be separate zebra lands, those two responses were 
considered to be separate and thus eligible for two separate codes. 
The first code is “discrimination” (see Table G-3). To be coded in this category 
the comment needed to refer to human’s differential treatment of others based on how 
they look.  
The second code is “interracial interactions among people” (see Table G-4). To be 
coded in this category the comment needed to refer to people rather than zebras. Further, 
the comment needed to include a positive evaluative statement about getting along with 
people who look different. 
The third code is “intergroup diversity without mentioning people” (see Tables G-
5 and G-6). To be coded in this category the comment needed to refer to difference 
without referring to people. Each comment coded as “intergroup diversity” was further 
coded along three dimensions. The first dimension was referred to as “support.” For each 
comment, we determined whether it was “pro” or “anti” diversity. Anti-diversity 
comments included both comments that explicitly denigrated diversity and comments that 
accepted segregation as good or normal. Table G-5 includes all of the “pro-diversity” 
comments, and Table G-6 includes all of the “anti-diversity” comments.  
The second dimension was referred to as “source.” For each comment, we 
determined whether it originated from the mother or the child (see the column labeled as 
“source” in Tables G-5 and G-6). We determined that a leading question was not 
codeable. In order to be coded as having made a comment, the speaker needed to word 
the comment in the form of a statement. 
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Finally, the third dimension was referred to as “clarity.” For each comment, we 
determined whether the speaker’s meaning with respect to diversity was “not explained” 
or “explicitly explained” (see the column labeled as “clarity” in Tables G-5 and G-6). 
The range of responses given to a page in the zebra book clarifies this dimension. One of 
the pages asks, “Would Zebra children still be okay to join together, laugh and play?” 
One responded with a simple “No.” This response gives no information about the 
speaker’s rationale, so it is coded as “not explained.” Answers that were parrots of what 
the mother had just said were also coded as “not explained.” So, for example, one mother 
asked, “Or would they be friends?” and her daughter responded, “They would be 
friends.” This response does not give us (or the mother) any information about the child’s 
rationale, and so it is coded as “not explained.” Another mother said, “Yeah, there we go, 
and that’s true! Look they can be friends, all of them can be friends, right?” While this 
mother explains that the children can be friends, she never explicitly explains why the 
zebras can be friends, so it is coded as “not explained.” In comparison another mother 
said, “See, even though these are zebras without their black stripes and these are zebras 
without their white stripes, they’re still just zebras within their hearts, right?” This mother 
mentions why the zebras can still be friends, so it is coded as “explicitly explained.”  
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Chapter Five: Results 
 
Results are presented in four sections. In the first section, I examine children’s 
and mothers’ racial attitudes (i.e., trait and social distance ratings) and their estimates of 
each others’ racial attitudes. In this section, I also examine the accuracy with which each 
group could estimate the other’s attitudes and whether either children or mothers showed 
relations between their own personal views and estimates of the other group’s views (i.e., 
whether there was evidence of the projection of personal beliefs onto the other 
individual). In the second section, I examine mothers’ self-reported race-related 
behaviors and beliefs. Specifically, I test hypotheses about the relations among (1) 
mother’s self-reported race-related behaviors, (2) mother’s self-reported race-related 
beliefs, and (3) children’s racial attitudes. I also examine relations between mothers’ 
behaviors and beliefs. In the third section, I examine children’s race-related behaviors. 
Specifically, I test hypotheses about the relations among children’s racial attitudes and 
their (1) cognitive skills, (2) degree of intergroup contact, and (3) exposure to television 
shows. In the fourth and final section, I examine mothers’ and children’s observed race-
related behaviors during the book reading sessions. 
Preliminary Analyses 
I examined relations among children’s racial attitudes and a series of demographic 
variables, including child’s age, child’s gender, mother’s age, mother’s current 
relationship status (married or not married), mother’s education level, and mother’s 
partner’s education level. There were no significant relations among children’s racial 
attitudes and these variables (see Table 3). Next, I examined the relations among 
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mothers’ racial attitudes and these same demographic variables. Again results indicated 
no significant relations among mothers’ racial attitudes and background variables (see 
Table 4). Thus, data are pooled across these variables in subsequent analyses. 
 
Table 3 
 
Relations Among Children’s Racial Attitudes and Background Variables 
 Variables 
 2 3 4 5 6 7 8 9 
1. Child’s trait ratings -.19 -.00 -.04 -.14 .17 -.10 .18 -.15 
2. Child’s social distance ratings 1.00 -.20 .05 -.03 .02 -.19 -.14 .08 
3. Child’s gender (1 = male)  1.00 .08 .02 -.04 -.08 .20 .17 
4. Child’s age   1.00 .15 .05 .04 -.02 -.06 
5. Mother’s age    1.00 .15 -.10 .02 .09 
6. Mother’s marital status (1 = 
married)     1.00 -.27
*
 .09 .18 
7. Number of child’s siblings      1.00 -.20 -.14 
8. Mother’s education level       1.00 .46** 
9. Partner’s education level        1.00 
Note. * p < .05, ** p < .01 
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Table 4 
 
Relations Among Mothers’ Racial Attitudes and Background Variables 
 Variables 
 2 3 4 5 6 7 8 9 
1. Mother’s trait ratings -.17 -.00 -.19 .01 -.16 -.05 .12 .17 
2. Mother’s social distance ratings 1.00 -.06 .04 -.06 .09 -.03 .15 .12 
3. Child’s gender  
(1 = male)  1.00 .08 .02 -.04 -.08 .20 .17 
4. Child’s age   1.00 .15 .05 .04 -.02 -.06 
5. Mother’s age    1.00 .15 -.10 .02 .09 
6. Mother’s marital status (1 = 
married)     1.00 -.27
*
 .09 .18 
7. Number of child’s siblings      1.00 -.20 -.14 
8. Mother’s education level       1.00 .46** 
9. Partner’s education level        1.00 
Note. * p < .05, ** p < .01 
 
Children’s and Mothers’ Racial Attitudes and their Estimates of the Others’ Racial 
Attitudes 
Overview. As described earlier, children and mothers completed two measures of 
racial attitudes: a trait-based measure of racial bias and a social distance measure of 
comfort with close relations with African Americans. The trait-based bias measure 
included ratings of the degree to which positive and negative traits characterize African 
Americans and European Americans. A bias score for the trait rating was created by 
subtracting individuals’ ratings of African Americans (i.e., mean of the five positive and 
five reverse-scored negative trait items) from individuals’ ratings of European 
Americans. The social distance ratings were created by averaging individuals’ reported 
happiness with having a Black (a) teacher, (b) friend, (c) neighbor, (d) doctor, and (e) 
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babysitter. These measures were used to address my first research question: Do European 
American mothers and children have similar racial attitudes and are they aware of the 
degree of similarity between their racial attitudes?  
Children’s trait ratings. Overall, children had a slight pro-European 
American/anti-African American bias (M = .14, SD = .56). Children’s mean trait ratings 
were significantly different than zero, which is the score associated with unbiased 
attitudes, t(62) = 2.01, p < .05; on average, the children thought that more Whites than 
Blacks have positive traits and thought fewer Whites than Blacks have negative traits. 
There was variation in children’s responses, however, with difference scores ranging 
from -1.2 (indicating a strong pro-African American/anti-European American bias) to 
1.29 (indicating a strong pro-European American/anti-African American bias; see Figure 
4). In addition, one child refused to complete the measure. This 56-month-old girl 
explained, "I don't know about brown people or plain people. I haven't seen them all." So, 
although this sample of children was – at the group level – racially biased, some children 
did not express trait-based racial biases. 
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Figure 4 
 
Variation in Children’s Mean Trait Ratings  
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Note. Scores represent children’s mean level of trait-based racial bias. Possible scores 
range from -4 to 4, with positive scores indicating pro-European American bias, negative 
scores indicating pro-African American bias, and scores near 0 indicating low levels of 
racial bias. 
 
Mothers’ trait ratings. Mothers had a slight pro-African American/anti-European 
American bias (M = -.08, SD = .22). Mothers’ trait ratings were significantly different 
than zero, which is the score associated with unbiased attitudes, t(80) = -3.34, p < .01; on 
average, mothers thought that more Blacks than Whites have positive traits and thought 
fewer Blacks than Whites have negative traits. Mothers’ scores ranged from -1.10 
(indicating a strong pro-African American/anti-European American bias) to 0.30 
(indicating a slight pro-European American/anti-African American bias; see Figure 5). 
Half of the mothers (50.6%) had scores of zero, indicating that mothers’ trait ratings of 
African Americans and European Americans were identical. 
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Figure 5 
 
Variation in Mothers’ Mean Trait Ratings 
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Note. Scores represent mothers’ mean trait-based racial bias. Possible scores range from -
4 to 4, with positive scores indicating pro-European American bias, negative scores 
indicating pro-African American bias, and scores near 0 indicating low levels of racial 
bias. 
 
Children’s estimate of mothers’ trait ratings. Children estimated that their 
mothers, in general, had unbiased attitudes (M = .09, SD = .52); in other words, children’s 
estimates of their mothers’ trait ratings did not significantly differ from zero, t(50) = 1.29, 
p = .20. Children’s estimates of their mothers’ trait ratings was not significantly related to 
either their own trait ratings (r = .11, p = .46) or to their mothers’ actual trait ratings (r = 
.04, p = .76).  
Mothers’ estimate of children’s trait ratings. Mothers estimated that their children 
had unbiased attitudes (M = -.01, SD = .20); in other words, mothers’ estimates of their 
children’s trait ratings did not differ significantly from zero, t(69) = -.45, p = .65. 
Mothers’ estimates of their children’s trait ratings were not significantly related to either 
their own trait ratings (r = .13, p = .30) or to their children’s actual trait ratings (r = .03, p 
= .81).  
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Children’s social distance ratings. Overall, children reported that they felt 
uncertain about interacting with African Americans (M = 3.11, SD = 1.13). Children’s 
social distance ratings did not differ significantly depending on the person’s role; children 
endorsed a neutral view of having an African American next door neighbor, friend, 
doctor, teacher, or babysitter (see Table 5). As with the trait ratings, however, there was 
considerable variation in children’s reports of their own social distance ratings. Some 
children reported that they felt extremely unhappy – and others reported that they felt 
extremely happy – with the idea of having an African American in each role (see Figure 
6).  
 
Table 5 
 
Children’s and Mothers’ Reports of Their Personal, and Their Estimates of Each 
Other’s, Social Distance Ratings 
 Child Mother 
 
Personal Social 
Distance 
Ratings 
Estimate of 
Mother’s 
Social Distance 
Ratings 
Personal Social 
Distance 
Ratings 
Estimate of 
Child’s Social 
Distance 
Ratings 
 M SD M SD M SD M SD 
Overall social 
distance ratings 
3.11 1.13 3.18 1.23 4.73 .35 4.42 .49 
Next door 
neighbor 
3.41 1.52 3.30 1.57 4.73 .36 4.52 .44 
Friend 3.37 1.63 3.51 1.58 4.76 .37 4.50 .46 
Doctor 3.09 1.71 2.93 1.61 4.74 .38 4.39 .61 
Teacher 2.94 1.60 3.12 1.72 4.75 .34 4.41 .54 
Babysitter 2.78 1.70 3.05 1.70 4.66 .45 4.28 .69 
Note. Response options range from 1 to 5, with higher scores indicating greater 
happiness. 
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Figure 6 
 
Variation in Children’s Mean Social Distance Ratings 
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Note. Scores represent children’s mean level of happiness with a Black: (a) teacher, (b) 
friend, (c) neighbor, (d) doctor, and (e) babysitter. Response options range from 1 to 5, 
with higher scores indicating greater happiness. 
 
Mothers’ social distance ratings. Overall, mothers reported feeling extremely 
happy with the ideas of interacting with African Americans in the five roles (i.e., as a 
next door neighbor, friend, doctor, teacher, or babysitter; M = 4.73, SD = .35, see Table 
5). Indeed, almost half of the mothers (48.3%) reported that they would feel extremely 
happy having an African American in each of the five roles (see Figure 7).  
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Figure 7 
 
Variations in Mothers’ Mean Social Distance Ratings 
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Note. Scores represent mothers’ mean level of happiness with a Black: (a) teacher, (b) 
friend, (c) neighbor, (d) doctor, and (e) babysitter. Response options range from 1 to 5, 
with higher scores indicating greater happiness. 
 
Children’s estimate of mothers’ social distance ratings. Children estimated that 
their mothers shared their own feelings of uncertainty about interacting with African 
Americans (M = 3.18, SD = 1.23). Children’s own social distance ratings were 
significantly related to their estimates of their mothers’ comfort with African Americans 
(r = .66, p < .001). Children, however, were incorrect. Children’s estimates of their 
mothers’ social distance ratings were not significantly related to mothers’ own reported 
social distance ratings (r = .08, p = .48). Children significantly underestimated their 
mothers’ comfort with African Americans. 
Mothers’ estimate of children’s social distance ratings. Mothers were unaware of 
their children’s actual level of happiness with the thought of interacting with African 
Americans. Overall, mothers estimated that children would report social distance ratings 
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of 4.42 (SD = .49), which was significantly higher than children’s actual reported comfort 
level of 3.18 (SD = 1.23), t(79) = 10.35, p < .001. Furthermore, mothers’ estimates of 
their children’s social distance ratings were not significantly related to children’s own 
reported social distance ratings (r = .11, p = .37). It is interesting to note, however, that 
mothers were aware that their own children felt significantly less happy than the mothers 
themselves felt; mothers’ own social distance ratings were not significantly related to 
their estimates of their children’s social distance ratings (r = .20, p = .10).  
Mothers’ Self-Reported Race-Related Behavior and Beliefs 
 Overview. Mothers rated the frequency with which they currently talked to 
children about race-related topics and their intent to do so in the future. The racial 
socialization measures are divided into four subscales: messages about egalitarianism, 
history of other groups, discrimination against other groups, and preparation for bias. 
Ratings were averaged within subscales. Higher scores on the racial socialization 
behavior subscales indicate more frequent discussion of the topic, while higher scores on 
the future racial socialization goal subscales indicate greater perceived importance. These 
measures were used to address aspects of my second and third research questions: In 
general, what are European American mothers’ race-related behaviors and beliefs, and 
what factors are related to variations in those behaviors and beliefs? and Do European 
American mothers’ race-related behaviors or beliefs influence their children’s racial 
attitudes? 
Mothers’ current racial socialization behaviors. As expected, mothers reported 
that they rarely provided messages to their children about race; subscale means ranged 
from 1.37 to 2.68 of 5 possible (see Table 2). To examine whether mothers’ usage varied 
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across message type, I ran a repeated-measure ANOVA with racial socialization subscale 
(i.e., egalitarianism, history of other groups, discrimination against other groups, and 
preparation for bias) as the repeated measure. Results indicated a significant main effect 
of message type, F(1, 79) = 33.73, p < .001. Mothers reported talking explicitly to their 
children about the history of other groups (M = 2.68, SD = .89) and the importance of 
egalitarianism (M = 2.61, SD = 1.11) more often than about discrimination against other 
groups (M = 1.79, SD = .78) or preparation for bias (M = 1.37, SD = .60). Mothers 
discussed discrimination against other groups more often than preparation for bias. 
Relations among mothers’ current racial socialization behaviors and children’s 
racial attitudes. To test the hypothesis that mothers’ current racial socialization behavior 
would be associated with their children’s racial attitudes, I completed two regression 
analyses. In the first analysis, children’s trait ratings were regressed on the four racial 
socialization subscale scores (e.g., egalitarianism, history of other groups, discrimination 
toward other groups, and preparation for bias). None of the subscale scores significantly 
predicted children’s trait-based racial bias (R2 = .08, βs = -.22, .06, .09, -.21 and ps = .22, 
.71, .68, .31, respectively). In the second analysis, children’s social distance ratings were 
regressed on the four racial socialization subscale scores. Once again, neither mothers’ 
current socialization of egalitarianism, history of other groups, discrimination toward 
other groups, nor preparation for bias predicted children’s social distance ratings (R2 = 
.08, βs = -.16, -.26, .30, .09 and ps = .33, .10, .13, .61, respectively). 
Mothers’ future racial socialization goals. Although mothers reported fairly low 
levels of racial socialization behaviors, they thought it was important to discuss some of 
the race-related issues with their children in the future. Subscale means ranged from 2.25 
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to 4.75 of 5 possible. To examine whether mothers’ beliefs about the specific racial 
socialization strategies differed, I ran a repeated-measure ANOVA with racial 
socialization subscale (i.e., egalitarianism, history of other groups, discrimination against 
other groups, and preparation for bias) as the repeated measure. Again, results indicated a 
significant main effect of message type, F(1, 75) = 21.55, p < .001. Mothers thought it 
was most important to provide messages about egalitarianism in the future, followed by 
messages about discrimination against other groups, which mothers thought were more 
important than messages about preparation for bias. Mothers were least likely to agree 
that it was important to provide messages about the history of other racial groups to their 
children (see Table 2). 
Relations among mothers’ future racial socialization goals and children’s racial 
attitudes. To examine whether mothers’ racial socialization goals for the future were 
associated with their children’s racial attitudes, I completed two regression analyses. In 
the first analysis, children’s trait ratings were regressed on the four racial socialization 
belief subscale scores (e.g., egalitarianism, history of other groups, discrimination toward 
other groups, and preparation for bias). None of the subscale scores significantly 
predicted children’s trait-based racial bias (R2 = .03; βs = .16, .09, .01, -.09 and ps = .29, 
.52, .93, .59, respectively). In the second analysis, children’s social distance ratings were 
regressed on the four racial socialization subscale scores. Once again, mothers’ beliefs 
about the importance of providing messages about egalitarianism, history of other groups, 
discrimination toward other groups, and preparation for bias were all unrelated to their 
children’s social distance ratings (R2 = .05; βs = -.05, .22, .11, -.03 and ps = .70, .09, .43, 
.86, respectively). 
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Interracial Contact: Frequency of Contact, Beliefs about Contact, and Their Correlates 
Overview. Mothers were asked to report the percentage of European American 
and African American people in each of three setting: their children’s preschools, their 
neighborhoods, and among their personal friends. These percentages were examined and 
used to test predictions concerning the influence of interracial contact. In addition, 
mothers answered questions about their beliefs about their children’s interracial contact. 
The beliefs about children’s interracial contact measure is divided into two subscales: 
contact in racially segregated settings and contact in racially integrated settings. Higher 
scores on the subscales indicate increased comfort with the specific form of contact. 
These measures were used to address aspects of my second and third research questions: 
In general, what are European American mothers’ race-related behaviors and beliefs, and 
what factors are related to variations in those behaviors and beliefs? and Do European 
American mothers’ race-related behaviors or beliefs influence their children’s racial 
attitudes? 
Mothers’ interracial contact. Mothers, on average, were situated in predominately 
European American environments; they estimated that, on average, their children’s 
preschools were 75.32% European American (SD = 22.61), their neighborhoods were 
77.22% European American (SD = 22.07), and their own friends were 81.78% European 
American (SD = 14.81). Furthermore, African Americans made up a small percentage of 
the people in their daily lives; African Americans made up a small percentage of their 
children’s preschools (M = 4.61%, SD = 10.77), their neighborhoods (M = 5.10%, SD = 
8.24), and their own friend groups (M = 4.61%, SD = 6.35). Figure 8 provides additional 
information about the mothers’ contact with African Americans in the three different 
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settings. Interestingly, three mothers reported that there were no African Americans in 
either their children’s preschools, their neighborhoods, or among their own friends. 
Furthermore, only one mother reported that over 10 percent of the people in all three 
settings were African Americans; all of the other mothers reported that in at least one of 
the settings, fewer than 10 percent of the people were African American. 
 
Figure 8 
 
Mothers’ Interracial Contact with African Americans in Their Children’s Preschools, 
Their Neighborhoods, and Among Their Friends 
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Relation among mothers’ interracial contact and children’s racial attitudes. To 
test the hypothesis that mothers’ interracial contact experiences would predict their 
children’s racial attitudes, I completed two regression analyses. In the first analysis, 
children’s trait ratings were regressed on the percentage of European American people in 
their preschools, their neighborhoods, and among their mothers’ friends. The percentage 
of mothers’ friends who are European American was significantly related to children’s 
Percentage 
African 
American 
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trait-based racial biases, such than an increase in the percentage of mothers’ European 
American friends predicted an increase in children’s trait-based racial bias  (see Table 6). 
Neither diversity in the preschool nor neighborhood significantly predicted children’s 
trait ratings. 
 
Table 6 
 
Hierarchical Linear Regression Model Testing the Influence of Mothers’ Interracial 
Contact on Children’s Trait Ratings 
Independent Variables b (se) b β R2 
Percentage of European 
Americans in child’s preschool 
-.00 .00 -.06 .09 
Percentage of European 
Americans in family’s 
neighborhood 
-.00 .00 -.06  
Percentage of European 
Americans among mother’s 
personal friends 
.01 .01 .33*  
Note: * p < .05, ** p < .01, *** p < .001 
 
  
In the second analysis, children’s social distance ratings were regressed on the 
percentage of African Americans in their preschools, in their neighborhoods, and among 
mothers’ friends. None of the interracial contact measures significantly predicted 
children’s social distance ratings (R2 = .06, βs = .28, -15, -.06, and ps = .06, .31, .62, 
respectively). 
Mothers’ beliefs about their child’s interracial contact. Mothers rated their 
personal view of the acceptability of their child’s hypothetical experiences in both 
racially segregated and racially integrated settings. With respect to rating of the 
acceptability of experience with racially segregated settings, mothers – at the group 
level—felt neither positively nor negatively. That is, mothers were affectly neutral when 
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asked to imagine that their child led a predominately racially segregated life (see Table 
7). With respect to rating of the acceptability of experience with racially integrated 
settings, mothers reported feeling slightly positively about the possibility of their child 
experiencing racially integrated settings.  
 
Table 7 
 
Summary Statistics for Items Regarding Mothers’ Beliefs About Their Children’s 
Interracial Contact, by Subscale 
Item M SD 
Comfort with racially segregated settings subscale 2.85 .88 
If my child dated only White people. 3.83 1.02 
If my child grew up in a mostly White 
neighborhood. 
3.63 1.18 
If my child only had White teachers during 
elementary school. 
2.99 1.30 
If all of my child’s friends were White. 2.77 1.24 
If my child attended an all-White school. 2.53 1.25 
If my child knew only White adults. 2.27 1.18 
If my child did not know any Black adults. 1.93 .96 
 
Comfort with racially integrated settings subscale 3.86 .62 
If my child had Black teachers during elementary 
school. 
4.89 .39 
If my child grew up in a racially mixed 
neighborhood. 
4.54 .62 
If my child dated a Black person. 4.05 1.03 
If all my child’s friends were Black. 3.16 1.11 
If my child went to a school where most of the 
kids were Black.  
2.71 1.00 
 Note. Response options range from 1 to 5, with higher scores indicating greater comfort. 
 
Because researchers have not examined beliefs about acceptability of segregation 
and integration within the same population, I examined the relation between the two 
views.  Overall, mothers’ comfort with their children having experiences with racially 
segregated settings was negatively related to their comfort with their children having 
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experiences with racially integrated settings (r = -.33, p < .01). However, mothers’ 
responses to specific items related to racially segregated and integrated settings were not 
consistently related (see Table F-2 for a correlation matrix).  
Relations among mothers’ beliefs about their children’s interracial contact and 
their actual interracial contact. To further explore mothers’ beliefs about their children’s 
interracial contact, I examined correlations among mothers’ beliefs about the 
acceptability of segregation and integration and the degree of actual interracial contact in 
their own lives (i.e., the percentage of European Americans and African Americans in 
their children’s preschools, their neighborhoods, and among their own friends).  Mothers’ 
belief about the acceptability of their children’s experience in segregated settings was 
related to the level of diversity among their own friends; mothers who reported having a 
higher percentage of European Americans (and lower percentage of African American) 
friends were more accepting of having their child experience racial segregation (see 
Table 8).  
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Table 8 
Relations Among Mothers’ Attitudes About Interracial Contact in Segregated and 
Integrated Settings and the Actual Level of Diversity at Their Children’s Preschool, in 
Their Neighborhood, and Among Their Friends  
Measure 
Variable 
2 3 4 5 6 7 8 
1. Comfort with child’s experiences 
in racially segregated settings -.33** .17 .07 .10 -.02 .41** -.34** 
2. Comfort with child’s experiences 
in racially integrated settings 1.00 -.17 .19 -.21 .03 -.23* .07 
3. Percentage of child’s preschool 
that is European American  1.00 -.56
**
 .34** -.36** .25* -.08 
4. Percentage of child’s preschool 
that is African American   1.00 -.28
*
 .37** -.17 .08 
5. Percentage of neighborhood that is 
European American    1.00 -.57
**
 .13 -.05 
6. Percentage of neighborhood that is 
African American     1.00 -.08 .11 
7. Percentage of mother’s own 
friends who are European American      1.00 -.82
**
 
8. Percentage of mother’s own 
friends who are African American       1.00 
Note. * p < .05, ** p < .01 
 
Relations among mothers’ beliefs about their children’s interracial contact and 
children’s racial attitudes. To examine relations among mothers’ beliefs about the 
acceptability of their children’s hypothetical experience in racially segregated and 
racially integrated settings and their children’s racial attitudes, I ran a series of four 
regression analyses. In the first set of analyses, I examined whether mothers’ comfort 
with racially segregated settings predicted their children’s racial attitudes. Separate 
models were run for children’s trait ratings and social distance scores.  Mothers’ comfort 
with their children having experiences with racially segregated settings did not 
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significantly predict either of the two racial attitude scores (R2 = .00, β= .06, p = .66 and 
R2 = .05, β= .21, p = .07, respectively).  
In the second set of analyses, I looked at the potential influence of mothers’ 
comfort with racially integrated settings on their children’s racial attitudes. Separate 
models were run for children’s trait ratings and social distance ratings. Consistent with 
the previous findings, mothers’ comfort with their children having experiences with 
racially integrated settings did not significantly predict either of the two racial attitude 
scores (R2 = .05, β= -.23, p = .08 and R2 = .03, β= .18, p = .12, respectively) 
Relations among mothers’ social distance ratings and their interracial contact. I 
examined relations among mothers’ affective reaction to close social relations with 
African American and their reports of the percentage of African Americans in their 
children’s preschools, in their neighborhoods, and among their personal friends. Mothers’ 
reported level of happiness with interacting with African Americans was unrelated to the 
percentage of African Americans in any of the three settings (see Table 9). 
 
 85 
Table 9 
 
Relation Among Mothers’ Social Distance Ratings and the Actual Percentage of African 
Americans at Their Children’s Preschool, in Their Neighborhood, and Among Their 
Friends  
 Variable 
Measure 2 3 4 
1. Mother’s social distance ratings .02 -.10 -.07 
2. Percentage of child’s preschool 
that is African American 1.00 .37
**
 .11 
3. Percentage of neighborhood that is 
African American  1.00 .08 
4. Percentage of mother’s own 
friends who are African American   1.00 
Note. * p < .05, ** p < .01 
 
Children’s Race-Related Beliefs and Behaviors 
Overview. I collected information from both children and mothers to determine 
various aspects of children’s race-related beliefs and behaviors. The children completed a 
classification skills task, which required them to sort 16 pictures into two separate groups 
as many times as they could, with sorting along more dimensions reflecting better 
classification skills. Mothers also reported on the percentage of European Americans and 
African Americans among the children’s friends as an additional measure of children’s 
interracial contact. Finally, mothers reported which television shows their children 
regularly watch. These measures were used to address my fourth research question: How 
are European American children’s racial attitudes influenced by other factors, such as 
intergroup contact, cognitive skills, and exposure to television shows? 
Children’s classification skills. When presented with the 16 pictures of people 
used in the sorting task, almost all of the children (90.4%) were able to sort along at least 
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one dimension. Most children (62.6%) were unable to re-sort the stimuli along a second 
dimension; 22.9% of the children sorted along two dimensions and 14.5% of the children 
sorted along three or more dimensions. Relatively few of the children (15.7%) sorted the 
pictures along the dimension of skin color.  
Relation among children’s classification skills, age, and racial attitudes. Previous 
studies have reported that children’s classification skills are related to age. The number of 
consecutive, consistent sorts was related to child’s age (r = .21, p = .06), although at a 
level just missing conventional levels of statistical significance. A binary logistic 
regression analysis using child’s age as a predictor of children’s tendency to sort the 
pictures along skin color (vs. not) indicated that age was not a significant predictor of the 
tendency to sort along skin color (Wald statistic = .49, p = .48, OR = 1.04). 
 To test the hypothesis that children’s classification skills are related to their racial 
attitudes, I completed two regression analyses. In the first analysis, children’s trait ratings 
were regressed on children’s classification skills. Classification skills did not 
significantly predict children’s trait-based racial bias (β = .03, p = .84). In the second 
analysis, children’s social distance ratings were regressed on children’s classification 
skills. Classification skills did not significantly predict children’s happiness with 
interacting with African Americans (β = -.13, p = .26). Because classification skills were 
not related to either of the racial attitude measures, the influence of classification skills on 
racial attitudes was not further explored.  
Children’s interracial contact. In general, a small percentage of the children’s own 
friends were African Americans (M = 4.16%, SD = 7.48). Furthermore, as previously 
reported (see p. 78), in general their preschools, neighborhoods, and own mothers’ friend 
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groups were made up of a small percentage of African Americans. Consistent with the 
racial/ethnic diversity of their preschools, neighborhoods, and mothers’ friend groups, the 
children’s own friends were predominately European American (M = 81.04%, SD = 
20.02).  
Relations among children’s interracial contact and racial attitudes. Earlier 
analyses indicated that diversity levels in the neighborhood and preschool did not predict 
children’s racial attitudes and thus I examined only whether the diversity of children’s 
own friends predicted their racial attitudes. The regression analysis using children’s trait 
ratings as the outcome variable indicated that the percentage of children’s own friends 
who were African Americans was unrelated to children’s trait-based racial bias (R2 = .02, 
β = -.16, p = .25). The regression analysis using children’s social distance ratings as the 
outcome variable indicated that the percentage of children’s own friends who were 
African Americans was unrelated to children’s affective reactions to close social 
relationships with African Americans (R2 = .00, β = .06, p = .64). It is important to note, 
however, that the overall level of friendships with African Americans was low, and thus a 
basement effect may have been operating in this analysis. 
Children’s exposure to television shows. Almost all of the children (89.2%) 
regularly watched at least one television show (range 0 to 8 shows; M = 3.39, SD = 2.02). 
There was considerable variation in the shows that children watched, with mothers 
reporting that children watched a total of 84 different shows (see Table F-3 for a list of all 
shows). The shows the children watched are also broadcast on a broad range of networks. 
In this study, however, I was particularly interested in children’s exposure to television 
shows broadcast on PBS. Over a third of the children who regularly watched at least one 
 88 
television show did not watch any shows on PBS (39.2%), while 14.9% of the children 
only watched shows on PBS.  
As previously outlined (see p. 57), the television shows were first coded based on 
whether any of the main characters were human and then based on the main human 
characters’ race or ethnicity. Given the focus in this study on children’s attitudes toward 
European Americans and African Americans, I was particularly interested in children’s 
exposure to television shows with human main characters that (a) were all European 
Americans, (b) were all African Americans, or (c) included some African Americans.  
Seventy of the children regularly watched at least one show with human 
characters. Of those 70 children, 20.0% of them only watched television shows with all 
European American main characters, while 35.7% of them did not watch any television 
shows with all European American main characters. The remaining children watched 
some shows with only European American main characters and some shows with main 
characters from different racial or ethnic backgrounds.  
In terms of children’s exposure to African American characters on television, only 
10.0% of the children regularly watched a show with all African American main 
characters (i.e., Little Bill). However, just under half of the children (48.6%) regularly 
watched at least one television show with at least one African American main character. 
The remaining 51.4% of the children did not regularly watch any television shows with 
an African American main character. 
Relations among children’s exposure to television shows and racial attitudes. To 
examine the relation among children’s exposure to only European American main 
characters on television shows and their racial attitudes, I ran a series of two t-tests. In the 
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t-tests, I looked at only the 70 children who regularly watched at least one television 
show with human characters. I then compared the 14 children who regularly watched 
television shows with only European American characters with the 56 children who 
regularly watched at least one television show with a non-European American characters 
(i.e., Asian, African American, or Latino). I made the choice to compare the two groups 
because I expected that it would be a complete lack of exposure to non-European 
American characters that may influence children’s attitudes. (This approach can be 
compared to an alternative of looking at possible relations among the percentage of 
shows with all European American characters and racial attitudes). The approach I chose 
required me to run t-tests designed for unequal sample sizes. Children who regularly 
watched television shows with only European American main characters did not 
significantly differ from children who regularly watched at least one television show with 
a non-European American main character on their trait-based racial bias [M = .08, SD = 
.49 and M = .21, SD = .57, respectively; t(50) = .68, p = .50]. The two groups also did not 
differ on their social distance ratings [M = 3.43, SD = 1.19 and M = 3.06, SD = 1.11, 
respectively; t(64) = -1.08, p = .29]. 
Because only seven children regularly watched a television show with all African 
American characters, I chose to not statistically examine possible effects of exposure to 
such shows. However, in this sample, watching Little Bill (the one show with all African 
American characters) did not seem to be related to better racial attitudes (trait ratings of 
children who regularly watched – and did not regularly watch – Little Bill were M = .05, 
SD = .28 and M = .14, SD = .57, respectively; social distance ratings of children who 
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regularly watched – and did not regularly watch – Little Bill were M = 2.87, SD = .47 and 
M = 3.17, SD = 1.18, respectively). 
To examine the relation among children’s exposure to African Americans on 
television shows and their racial attitudes, I ran a series of two t-tests. In the t-tests, I 
looked at only the 70 children who regularly watched at least one television show with 
human characters and compared the racial attitudes of children who regularly watched at 
least one television show with an African American main character to the racial attitudes 
of children who did not regularly watch any television shows with African American 
main characters. Children’s trait ratings were unrelated to their exposure to African 
American characters on television [M = .25, SD = .62 and M = .12, SD = .49, 
respectively; t(50) = -.84, p = .40]. However, children who regularly watched at least one 
show with an African American main character did significantly differ from their peers 
who did not watch any such shows in their social distance ratings, t(64) = 2.18, p < .05. 
Counter to expectations, however, children who regularly watched at least one television 
show with an African American main character were less happy with the possibility of 
interacting with African Americans than were children who regularly watched television 
shows without any African American characters (M = 2.83, SD = .96 and M = 3.42, SD = 
1.21, respectively). 
One possible reason children who regularly watched at least one television show 
with an African American main character had lower social distance ratings is because 
some of these children may be watching television shows that portray the African 
American characters in negative or stereotypic ways. As a first step toward investigating 
this possibility, I looked at these children’s exposure to African American characters on 
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Sesame Street by running another t-test. Of the 31 children who watched at least one 
show with African American main characters regularly, 13 watched Sesame Street. These 
13 children did not have social distance ratings that were significantly different than the 
18 children who did not regularly watch Sesame Street but did watch another show with 
African American main characters [M = 2.95, SD = .83 and M = 2.73, SD = 1.05, 
respectively; t(29) = .54, p = .54]. 
Observed Race-Related Behavior During Reading of David’s Drawings 
Overview. None of the dyads (i.e., the mother and child) made evaluative 
statements about diversity while reading about David and his diverse classmates in 
David’s Drawings. Furthermore, the large majority of the dyads (93.9%) read the book 
without making any comments at all about race or ethnicity. Most of the dyads read 
David’s Drawings without ever acknowledging the diversity of the characters. 
Race-related. The six dyads that did make comments that were coded as “race 
related” provide small hints into the way in which European American young children 
and their mothers discuss issues related to race. 
Two of the comments coded as “race related” came from children looking for 
information related to race. One child asked whether David was Little Bill, an African 
American character on the television show Little Bill, and another child asked if David is 
dark. In both cases, mothers avoided answering the question. The mother asked about 
whether David was Little Bill avoided the question and instead asked her child, “Do you 
want to sit there?”, while the mother asked about David’s skin color feigned ignorance 
and said, “I don’t know” (see Table G-1 for the exact quotes coded as “race related”). 
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 Two of the other comments coded as “race related” came from mothers indirectly 
discussing the characters’ race or ethnicity. One mother mentioned that the book 
reminded her of stories by Ezra Jack Keats, an author well known for his books about an 
African American boy. However, she never explains to her child how the books are 
similar. The other mother mentions several times that the characters have “different” 
names while helping her daughter with pronunciations. Again, however, she never 
explains how or why they are different.  
 Finally, two comments coded as “race related” came from dyads using race or 
racial cues as markers for characters. When discussing the characters in the book, one 
mother said that one of the children “looks kind of like Camilla.” Although she never 
referred to Camilla (or the character) as African American, she does use the cue of hair as 
a marker. Another child similarly used race to direct her mother’s attention to a character 
in the book, saying “the girl that was black.” 
Collaboration. Although none of the dyads made any comments about the value 
of racial or ethnic diversity while reading David’s Drawings, 12 of the mothers made 
positive comments about working together while reading the book (coded as “pro 
working together;” see Table G-2). The mothers who made positive comments about the 
students’ cooperation on the project never mentioned the students’ race or ethnicity. 
However, these 12 mothers made a point of emphasizing the positive aspect of visibly 
diverse characters working together (for example, one mother said, “Look at that 
teamwork. That's awesome. They're doing it together!”).  
It is possible that mothers who chose to comment on the positive aspects of 
working together thought that messages related to egalitarianism, or the idea that all races 
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are equal, are important without actually wanting to explicitly mention race. To examine 
this hypothesis, I completed two t-tests designed for unequal sample sizes to examine 
differences between mothers who did – and did not – make positive comments about 
working together while reading the book. The 12 mothers who made comments did not 
report currently providing more messages about egalitarianism to their children than the 
mothers who did not make comments about working together [M = 3.06 = 1.25 and M = 
2.54, SD = 1.06, respectively; t(76) = 1.53, p > .10]. However, the mothers who made 
comments about working together did think it was more important to talk to their children 
about egalitarianism at some point in the future than the mothers who did not make 
comments about working together [M = 4.98 = 0.07 and M = 4.71, SD = 0.45, 
respectively; t(75) = 2.11, p < .05].  
Observed Race-Related Behavior During Reading of What If the Zebras Lost Their 
Stripes?  
Overview. I originally chose to ask mothers participating in the study to read What 
If the Zebras Lost Their Stripes? because although the book provides families with the 
opportunity to discuss issues related to discrimination, diversity, and race, it is also 
possible to read the book and entirely avoid any discussions related to discrimination, 
race, or diversity. Almost one-sixth of the dyads (15.9%) never said anything about 
discrimination, race, or diversity while reading the book. Furthermore, almost two thirds 
of the dyads (64.6%) never explicitly explained their views related to discrimination, 
race, or diversity. Finally, only one dyad talked about issues related to discrimination 
among people while reading the books. In coding the dyads’ conversations about the 
book, I attempted to capture the range of ways in which dyads approached the book. 
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Discrimination. Only one mother made a comment about discrimination while 
reading the book (see Table G-3). After reading the page in the book that asks, “Or would 
[the zebras’] colors make them start to only see the black or white and not what lives 
within their hearts?” this mother explained: “So sometimes when people look different…. 
You know, sometimes they think they look strange, that kind of stuff. That's silly, right? 
Because they're all people.”  
Although it is impossible to draw conclusions based on one mother, it is 
interesting to note that this mother’s child reported feeling extremely happy with the idea 
of interacting with African Americans (M = 4.80) and had a slight anti-European 
American racial bias (M = -.40). Similarly, this mother reported feeling extremely happy 
with the idea of interacting with African Americans (M = 5.00) and had a slight anti-
European American racial bias (M = -.45). Furthermore, consistent with her observed 
behavior, this mother reported that she, on average, “sometimes” talked to her child about 
discrimination against other groups (M = 3.00) and thinks it is very important to talk 
about discrimination with her child in the future (M = 4.71). 
Interracial interactions among people. Members of 11 dyads made positive 
comments about interracial interactions among people while reading What If the Zebras 
Lost Their Stripes? (see Table G-4). Two of these comments came from children, while 
the other nine comments came from mothers.  
Five of the comments about interracial interactions among people stemmed from 
discussions about the zebras. For example, when discussing the page in the book that 
asks, “Or would [the zebras’] colors make them start to only see the black or white and 
not what lives within their hearts?” one mother responds by asking her daughter, “What’s 
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more important? What’s on the outside and how we look or what’s in here?” The mother 
points to her heart, and the daughter responds by pointing to her own heart and saying, 
“What’s in here.” The mother agrees, responding, “Yeah. That’s what God wants for us.”  
The other six comments stemmed from discussions about the last page in the book, which 
shows children from around the world dressed in traditional clothing. For example, one 
mother said, “So they’re saying no matter where you’re from, you can all be friends. 
Right. Even if you look a little different or talk a little different, you can all be friends.” 
The small number of dyads that actually provided messages about interracial 
interactions among people makes it difficult to examine differences statistically. 
However, I examined the percentages of the children’s friends that are not European 
American as a rough indicator of their own experiences with interracial friendships. The 
children in dyads that made positive comments about interracial friendships while 
reading the book had, on average, friend groups that were 24.40% non-European 
American, while the children in dyads that did not make comments about interracial 
friendships had, on average, friend groups that were 17.94% non-European American. 
 General intergroup diversity. The final coding category, “intergroup diversity 
without mentioning people,” included the largest number of comments. In all, dyads 
made 295 comments about intergroup diversity (see Tables G-5 and G-6). Of those 
comments, 227 were positive comments about diversity and 68 were negative comments 
about diversity or comments indicating an acceptance of segregation (see Table 10).  
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Table 10 
 
Descriptive Statistics for the “Intergroup Diversity Without Mentioning People” 
Comments Made During the Reading of What If the Zebras Lost Their Stripes?, by 
Source and Clarity Level 
Category 
Percentage of 
dyads with at 
least one 
comment coded 
in the category Range Mean SD 
Total pro-diversity: Mom 57.3 0-7 1.15 1.42 
Total pro-diversity: Child 63.4 0-8 1.62 1.86 
Total anti-diversity: Mom 11.0 0-1 .12 .31 
Total anti-diversity: Child 45.1 0-4 .72 .97 
Explicitly explained pro-diversity: Mom 23.2 0-2 .28 .55 
Explicitly explained pro-diversity: Child 1.2 0-1 .01 .11 
Not explained pro-diversity: Mom 41.5 0-7 .87 1.33 
Not explained pro-diversity: Child 62.6 0-8 1.61 1.87 
Explicitly explained anti-diversity: Mom 4.9 0-1 .05 .22 
Explicitly explained anti-diversity: Child 3.7 0-1 .04 .19 
Not explained anti-diversity: Mom 6.1 0-1 .06 .24 
Not explained anti-diversity: Child 43.9 0-4 .68 .94 
 
Around three quarters of the dyads (75.6%) made at least one pro-diversity 
comment while reading the book, with each dyad averaging just under three pro-diversity 
comments (M = 2.77, SD = 2.95). Examining the mothers and children separately, 57.3% 
of the mothers and 63.4% of the children made at least one pro-diversity comment. 
Children, on average, made more pro-diversity comments than their mothers, t(81) = 
3.03, p < .01. 
In addition to mothers and children differing in the frequency of their positive 
comments, mothers and children also differed in the types of positive comments they 
made. Mothers were more likely than children to make comments that explicitly 
explained their positive views of intergroup diversity, while children were more likely 
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than mothers to make positive comments without an explicit explanation of their 
rationale.  Mothers made 86.4% of the comments in which the speaker explicitly 
explained their meaning with regards to diversity (coded as a clarity level “explicitly 
explained”), while children made 67.9% of the comments that were pro-diversity but 
included no explanation (coded as a clarity level of “not explained”). For example, a 
mother said, “Well, just because they’re zebras doesn’t mean they can’t be friends. Even 
if they’re different colors.” In this quote, the mother provides an explicit message to her 
son about the role of color in the zebras’ friendship. In comparison, in response to the 
page in the book that asks, “Would different colors be the end of living life as loving 
friends?” a child says, “No.” It may be that this child is thinking in his head that the 
zebras can be friends even though they are different colors, but it may also be that he was 
thinking about something else entirely.  
Just under half of the dyads (47.6%) made at least one anti-diversity comment 
while reading the book, with each family averaging just under one anti-diversity 
comments (M = .83, SD = 1.05). Children were more likely than mothers to make anti-
diversity comments; almost half of the children (45.1%) made at least one anti-diversity 
comment, while only 11.0% of mothers did.  
Most of the children who did make an anti-diversity comment merely responded 
to the questions in the story with a “yes” or “no” (see Table G-6). So, for example, one 
page in the book asks, “Would there be separate zebra ‘types’ if the zebras lost their 
stripes?” Seven children responded by simply saying “yes.” Interestingly, many mothers 
did not respond to their children’s anti-diversity comments. Instead, they just continued 
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reading. Mothers who did probe often asked questions but then not follow up with an 
explicit positive message about diversity, as in this interaction: 
Mom: Would the white ones hang out and the black ones hang out? 
Daughter: No. 
Mom: You don’t think they’d still hang out together? “Would different 
colors be the end of living life as loving friends?” 
 
The mother asked the child about her views, but then, when the child did not respond, the 
mother just continued to read the book. This approach can be compared to the same 
mother’s approach to a pro-diversity comment the child made: 
Mom: “Do you think they’d start a fight if they lost their stripes?” 
Daughter: No. 
Mom: No. I don’t either. 
Three children made explicit anti-diversity comments. Two of these children 
explained that the blacks are mean and the whites are good, while the other child more 
generally explained that the zebras would, “be on separate teams. Because that one’s 
white and that one’s black.” These children’s mothers responded to their comments with 
questions. Two of the mothers asked their children to explain why they held their views. 
One child responded with a rationale (i.e., “Cause they’re mad at each other”) while the 
other child did not provide a rationale, instead saying, “Because, that’s just the way I 
am.” In the end, all three mothers moved onto the next page in the book without making 
an explicit pro-diversity comment. 
Few of the mothers made comments coded as anti-diversity. Those mothers who 
did make anti-diversity comments tended to explain the separation that happened 
between the black and white zebras. For example, one mother said, “I guess they’re 
fighting because when you take the stripes off from them, they look like they’re different. 
So the black ones are fighting against the white ones.” This mother does not say that she 
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thinks it is a good idea for blacks and whites to fight, but she does portray segregation 
and color-based antagonism as normal. This approach can be compared to another 
mother’s approach, who said:  
I don’t think…see back here they’re talking about how they’re 
maybe…they’re saying well maybe if they lost their stripes and looked 
different, it could be okay OR maybe they would fight. Maybe they’d even 
stay away from each other and live in different places. They could do that, 
or you think maybe they can just stay friends? Because they were friends 
before they lost their stripes, right? All the zebras were the same. So you 
think it would be okay to join together and laugh and play? Yah, because 
the only thing that changed was what color they were. Otherwise, they are 
all still zebras.  
 
In comparing the two approaches, it becomes clearer what the first mother did not say. 
She did not use the picture of the zebras fighting to explain that it is just an example of 
what could happen or that it would be better if the zebras were friends.  
I did not have a-priori hypotheses related to relations among comments coded as 
“intergroup diversity without mentioning people” and children’s racial attitudes. I 
expected that messages would need to be explicit and clearly refer to people and skin 
color in order to be reflective of the types of socialization messages that would influence 
the children’s racial attitudes. However, in order to examine possible relations among 
comments about intergroup diversity and children’s racial attitudes, I ran a series of 
correlations (see Table F-4). Children’s racial attitudes were unrelated to the total number 
of pro-diversity or anti-diversity comments mothers made. In other words, the number of 
times mothers said something about diversity (without referring to people) was unrelated 
to their children’s own racial biases or comfort with African Americans. Children’s racial 
attitudes were also unrelated to the number of times they themselves said something 
either positive or negative about diversity (without referring to people).  
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 Because it may be the presence of at least one comment (rather than the number 
of comments) that reflects families’ strategies related to socialization of diversity and, in 
turn, influences children’s racial attitudes, I also completed two t-tests designed for 
unequal sample sizes to examine differences between dyads that did – and did not – make 
at least one positive comment about diversity without mentioning people while reading 
the book. The children in dyads that made at least one positive comment did not have 
significantly different trait ratings than the children in dyads that did not make at least 
one comment [M = .20, SD = .54 and M = -.09, SD = .58, respectively; t(60) = -1.66, p = 
.10]. The children in families that made at least one positive comment also did not have 
significantly different social distance ratings than the children in families that did not 
make at least one comment [M = 3.18, SD = 1.15 and M = 2.98, SD = 1.10, respectively; 
t(76) = -.66, p = .51].  
 Finally, I completed two t-tests designed for unequal sample sizes to examine 
differences between dyads that did – and did not – make at least one negative comment 
about diversity without mentioning people while reading the book. The children in dyads 
that made at least one negative comment did not have significantly different trait ratings 
than the children in dyads that did not make at least one comment [M = .24, SD = .62 and 
M = .05, SD = .50, respectively; t(60) = -1.37, p = .18]. The children in dyads that made 
at least one negative comment also did not have social distance ratings that were 
significantly different than the children in dyads that did not make at least one comment 
[M = 2.93, SD = 1.07 and M = 3.33, SD = 1.17, respectively; t(76) = 1.57, p = .12].  
Prediction of the Largest Influence on Children’s Racial Attitudes 
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In planning this study, I hoped to investigate the largest influence on children’s 
racial attitudes by comparing the amount of variance explained (R2) by each of the six 
general models (e.g., mothers’ verbal messages, mothers’ race-related behaviors, 
mothers’ race-related beliefs, classification skills, intergroup contact, and exposure to 
television). However, because none of the models were significant predictors of 
children’s racial attitudes (as measured by change in R2), the analysis would be 
inappropriate. 
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Chapter Six: Discussion 
Although psychologists and sociologists have studied the origin and nature of 
European American children’s racial biases for decades, we know very little about the 
role of European American families in shaping their young children’s understanding of 
and attitudes about race. The primary goal of the current study was to examine European 
American mothers’ approaches to race-related issues with their children, with particular 
interest in exploring the ways mothers may influence their young children’s racial 
attitudes. I explored these questions by completing a multi-method study of European 
American mothers and their four- to five-year-old children. I first examined mothers’ and 
children’s own racial attitudes – and their awareness of each others’ attitudes – in an 
attempt to understand the extent to which European American mothers and children share 
their attitudes about race. I also investigated general trends in European American 
mothers’ racial socialization behaviors and whether European American children’s racial 
attitudes were related to and a number of maternal factors, including mothers’ (a) racial 
attitudes, (b) self-reported and observed race-related behaviors, and (c) beliefs about race. 
Finally, I examined children’s (a) experiences with intergroup contact, (b) cognitive 
skills, and (c) exposure to television shows in an attempt to better understand variations 
in European American children’s racial attitudes. In this chapter, I discuss the main 
findings of the study, highlighting potential avenues for future research. I end with a 
discussion of the study’s limitations and the potential implications of the results.  
Based on previous research (e.g., Baron & Banaji, 2006; Doyle & Aboud, 1995; 
Katz & Kofkin, 1997; Persson & Musher-Eizenman, 2003), I expected children to show 
racially biased attitudes. I assessed children’s racial attitudes with two scales: a trait-
 103 
based racial bias rating and a social distance rating. Children’s ratings of the traits of 
African Americans and Europeans Americans supported this hypothesis. In general, the 
European American four and five year olds had a slight pro-European American racial 
bias. The finding lends further support to the large body of literature indicating that 
European American children show racial biases on trait-based measures of attitudes. 
Importantly, there were large individual differences in children’s trait ratings; although 
children were, on average, biased, there were many children who rated African 
Americans and European Americans equivalently. 
Results from the measure of social distance also indicated the presence of racial 
biases.  When asked how they felt about having close relationships with African 
Americans, children—at the group level—indicated that they were uncertain. That is, the 
mean score indicated that children felt neither positively nor negatively about having 
African American friends, teachers, neighbors, doctors, and babysitters. As was true of 
children’s trait-based biases, results indicated large individual differences among children 
in their social distance ratings; some children felt quite happy and others felt quite 
unhappy about the prospect of having close relationships with African Americans.  
This is the first study I am aware of that used a version of a racial social comfort 
measure (e.g., Ethnic Social Comfort Scale, Rollock & Vrana, 2005) with preschool-age 
children. Previous studies have included questions investigating children’s comfort with 
racial ingroup and outgroup friends (e.g., Gorn, Goldberg, & Kanungo, 1976; Ramsey, 
1991). However, by expanding the number of roles investigated (i.e., friend, teacher, 
neighbor, doctor, and babysitter), this study highlights the scope of European American 
children’s uncertainty about interacting with African Americans. Future research is 
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needed to understand the relations among children’s comfort with African Americans and 
their behaviors around African American peers. Investigating changes in children’s 
comfort with African Americans over time would also help to further uncover 
developmental processes associated with racial attitudes. 
As was true of their children, mothers completed two measures of racial attitudes. 
These measures were identical to those completed by their children. The use of identical 
items was important for allowing for tests of the correspondence between mother and 
child attitudes. The trait-based measure of bias indicated that mothers had a slight pro-
African American racial bias. The finding that the mothers, in general, held a slight pro-
African American racial bias may be due to a number of factors. The measure was an 
explicit racial attitude measure, and so mothers were aware that their racial attitudes were 
being assessed. They may, therefore, have consciously tried to appear non-prejudiced. 
Indeed, almost half of the mothers rated African Americans and European Americans 
identically for each of the traits on the scale, which they could have accomplished by 
comparing their answers to African American and European American items within the 
questionnaire packet. Investigating mothers’ implicit racial attitudes or including a 
measure of social desirability in future studies could help to better explain this finding. It 
may also be, however, that the mothers responded truthfully when they rated African 
Americans as have more positive traits (and fewer negative traits) than European 
Americans. The experience of reading a race-themed book may have made salient the 
negative qualities of European Americans. Observing mothers’ behavior around African 
Americans in future studies would be a helpful measure of European Americans’ feelings 
toward African Americans. Previous research suggests that European Americans with 
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biased racial attitudes behave differently around African Americans than their less biased 
peers (e.g., Dovidio et al., 1997; Fazio, Jackson, Dunton, & Williams, 1995). Examining 
relations among European American mothers’ self-reported attitudes and their behaviors 
around the outgroup would be an important next step in understanding the role of racial 
attitudes in European American families. 
Mothers’ responses on the social distance scale also indicated that they held pro-
African American views. Mothers uniformly reported feeling strongly positive about the 
possibility of having close social relationships with African Americans.  Because this 
measure was also an explicit assessment, it is again impossible to know whether mothers 
reported their feeling accurately. Nonetheless, at the group level, mothers’ views were 
strikingly dissimilar from children.  This leads to question of whether mothers and 
children are aware of each others’ views. 
Based on the sole published study in which European American children were 
asked to estimate their mothers’ attitudes (Aboud & Doyle, 1996b), I expected children to 
be unable to estimate their mothers’ attitudes accurately. No study that I could locate has 
asked mothers to report their children’s attitudes.  Recent research suggests, however, 
that European Americans are reluctant to talk about race explicitly, and thus mothers 
might be largely unaware of the nature of children’s attitudes. Consistent with these 
hypotheses, results indicated that mothers and children were unaware of each others’ 
racial attitudes. Specifically, children’s estimates of their mothers’ attitudes were 
uncorrelated with their mothers’ actual attitudes.  In addition, mothers’ estimates of their 
children’s attitudes were uncorrelated with their children’s actual attitudes. Inspection of 
the group means indicated that children estimated that their mothers shared their own 
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ambivalence about interacting with African Americans when, in fact, their mothers 
reported feeling positively about having social relationships with African Americans.  
Mothers, in turn, overestimated their children’s comfort with African Americans. 
Mothers’ lack of awareness of their children’s attitudes is likely to be both a cause 
and a consequence of European American mothers’ reluctance to discuss race with their 
children. Research suggests that European Americans strongly prefer a color blind or 
post-racial approach (e.g., Bonilla-Silva, Forman, Lewis, & Embrick, 2003; Lewis, 2001; 
Pollock, 2004). Results from the current study provide additional evidence of the 
prevalence of color blind attitudes among European Americans. These color blind 
approaches likely lead European American parents to avoid discussions about race with 
their children unless they think there is an issue that needs to be discussed. Consistent 
with other reports of White adults’ hesitancy to discuss race with children, the mothers in 
the current study worried that discussing race would sensitize their children to racial 
differences and make them prejudiced (Kofkin, Katz, & Downey, 1995; Townsend & 
Brittan, 1973). Their failure to initiate conversations about race may, ironically, lead 
them to be unaware that their children have developed racial biases. If European 
American parents are unaware of their young children’s racial attitudes (as the data from 
the current study suggest), they may avoid race-based conversations with their children 
they otherwise would have chosen to initiate. 
Mothers’ reactions to learning about their children’s racial attitudes were 
consistent with this hypothesis. When I showed the mothers their children’s responses to 
the racial attitudes measures at the end of the study, many mothers responded with 
disbelief, shock, and embarrassment. Furthermore, seeing the results led many mothers to 
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question the ways in which they approach race-related issues with their children. One 
mother emphasized that she felt the need to start interacting with more African 
Americans. “I need to find African Americans for a play group,” she told me. “I need to 
do something about this.”  
One of the reasons mothers were so surprised by the findings was because many 
had never explicitly talked about racial attitudes with their children. During the 
debriefings, many mothers said that it had been extremely difficult for them to estimate 
their children’s racial attitudes. Many of these mothers believed that their children were 
literally blind to skin color. For example, most mothers incorrectly assumed that their 
children would be unable to label photographs of African American and European 
American individuals when these photographs were grouped by race and presented as a 
part of the classification skill task; in fact, 83 of the 84 children were able to label the 
European American and African American pictures (the one child who did not 
differentiate the pictures said all people had “yellow skin”). These mothers were shocked 
when I explained that, in addition to being able to label racial groups, their children 
seemed to have clear ideas about their attitudes about and comfort level with African 
Americans.  
Not surprisingly, given their own estimates of their children’s attitudes, some 
mothers questioned the accuracy of the measurements of their children’s racial attitudes. 
One mother with doubts about the validity of the measures later talked to her child about 
the study. After talking with her son, she wrote a description of the conversation, which 
she shared with friends, family members, and me. The mother wrote: 
Time for the talk in the car. After pulling away my son informed me that 
the activity wasn’t as boring as he thought it would be and he would do it 
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again if we had the chance. I then very calmly (and those who know me 
know how hard that was) asked him if he thought people with darker skin 
were bad. He said yes. I asked him why he thought they were bad. Ready 
for this? “Because they steal.” Holy shit batman, are you serious. “Why do 
you think they steal?” I, still surprisingly calm, ask. And here it is parents 
and future parents, here is why my darling little son thinks that people of 
darker skin steal. We were at Walgreens one day and there was a cute little 
puppy outside with a couple drinking water. My son loves animals so I 
pointed it out. We were at our car and about 10 feet away were the dog 
and owners. I commented how cute the dog was and the guy says, “Yeah, 
well some black guy tried to steal him and he ran off that way.” Please 
imagine this in the most redneck, ignorant voice you can; I remember it 
that way, not sure that is accurate though. I then immediately avoid eye 
contact, shake my head and open the door. I tell the kids to get in and 
when I get in the car, I say, “I don’t know why someone thinks it 
necessary to mention the color of someone’s skin when they are talking 
about a black person. If it had been a white person they wouldn’t have said 
a white guy just tried to steal my dog.” So there we are, all the modeling, 
all the talking that he has overheard out the window because some jackass 
said a black guy stole his dog. Well at least I know where it came from, 
and I can try to undo it. I then talk to him about how the color of 
someone’s skin does not make them bad, dishonest or thieves. He seemed 
to understand, at least I think he did.  
 
The mother’s description of the conversation provides additional support for the finding 
that mothers and children are often unaware of each others’ racial attitudes. When she left 
the lab after completing the study, she was sure her child was actually unbiased and that I 
had measured his attitudes inaccurately. Before having this conversation with her son, 
this mother assumed her child was internalizing the bias-free messages she felt she and 
her husband were sending. The findings of the current study suggest conversations like 
the one this mother reported rarely happen with young children in European American 
families. It may be that in order to influence their children’s racial attitudes, European 
American mothers need to directly ask their children how they feel about different racial 
groups and then provide explicit and frequent messages about their own racial attitudes. 
In the second half of the study, I attempted to test this hypothesis by assessing mothers’ 
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self-report of the degree to which they provide race-related messages to their children and 
by giving mothers a naturalistic opportunity to discuss race with their children.  
Mothers self-reported that they infrequently provided race-related messages to 
their children. Although they agreed that it was important to provide racial socialization 
messages to their children in the future, they reported that they rarely currently provide 
messages related to egalitarianism, the history of other racial groups, the discrimination 
other racial groups encounter, or the discrimination their own racial group encounters in 
the form of messages about preparation for bias. Given the low frequency of mothers’ 
race-related messages, it is not particularly surprising that the mothers’ racial 
socialization messages did not significantly predict the European American children’s 
racial attitudes. Decades of research on parental socialization suggest that mothers’ 
explicit messages influence children’s behaviors and attitudes (see Bugental & Grusec, 
2006; Collins et al., 2000; Kagan, 1999; Parke & Buriel, 1998). Yet, in the current study, 
the frequency of mothers’ messages related to egalitarianism, history of other racial 
groups, and discrimination were unrelated to either children’s pro-European American 
racial biases or children’s comfort with African Americans, suggesting that mothers’ 
socialization messages may not influence their children’s racial attitudes. When 
interpreting these findings, I believe it is important to consider the generally low levels of 
race-related messages the European Americans reported sending to their children. Indeed, 
the families’ conversations during the reading session supports the mothers’ own self-
reports of their avoidance of race-related discussions.  
On the whole, mothers seemed completely unwilling to discuss race with their 
children while reading the books. None of the mothers discussed the racial and ethnic 
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diversity of the class portrayed in David’s Drawings. Indeed, when two children 
explicitly asked their mothers for race-related information while reading the book, the 
mothers did not answer and instead either changed the subject or ignored the question. 
During the reading of What If the Zebras Lost Their Stripes?, which is an obvious parallel 
to African Americans and European Americans (for example, one page asks, “Could 
black and white friends still hold hands?”), only 11% of the mothers said anything about 
interracial interactions among people. One mother’s discussion of the zebras in the book 
highlights the way in which many families approached the story. She asked, “Would 
there be two different kinds of zebras? Black zebras and white zebras? Would it be like 
dogs? Like dachshunds. There are different colors of dachshunds, but they’re all 
dachshunds.” This mother’s choice to compare black and white zebras to black and white 
dogs rather than to black and white people highlights the way in which many mothers 
seemed to avidly avoid any discussion of race with their children.  
In addition to avoiding discussions of race, mothers were generally hesitant to 
disagree with their children when the children made anti-diversity statements. Instead, 
mothers often seemed to accept their children’s statements and then, later, make more 
pro-diversity comments. Unfortunately, since the mothers rarely explicitly said that they 
disagreed with their children’s ideas or attitudes, children may not have made a 
connection between their own anti-diversity comments and their mothers’ pro-diversity 
comments. Investigating children’s and mothers’ perceptions of each others’ reactions 
and perceptions in race-related contexts would further our understanding of these issues. 
Despite remaining questions about the subtleties of mothers’ and children’s approaches 
and perceptions during the book reading, the current study extends our knowledge of 
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European Americans racial socialization practices. Previous unpublished work by Phyllis 
Katz (2003) suggests that European Americans almost never mention racial differences in 
quasi book-reading contexts with their toddlers. This study supports and extends Katz’s 
findings by demonstrating that European American mothers rarely discuss race with their 
preschool-aged children in a context similar to one they may confront in their daily lives.  
Results suggest that European American mothers do not explicitly discuss racial 
issues with their children. Furthermore, results suggest the vague messages mothers do 
send about diversity are not related to their children’s racial attitudes. These findings 
suggest (but do not yet confirm) that European American parents must provide clear, 
explicit messages about race if they hope to influence their young children’s racial 
attitudes. In order to confirm this hypothesis, future researchers need to ensure more race-
explicit messages are sent to the children, either through an intervention methodology, 
where participants are given guidelines for talking about race with their children, or by 
targeting particularly social justice minded participants.  
Although mothers’ racial socialization messages did not influence their children’s 
racial attitudes, mothers’ race-related modeling behavior did influence children’s racial 
attitudes. In the current study, the only maternal measure that significantly predicted 
children’s trait-based racial biases was the percentage of the mothers’ own friends who 
are European American. This finding supports and extends findings from a study recently 
completed in Italy. After watching short videos of a White and Black adult interacting, 
the White preschool-aged children based their evaluation of the adults relationship not on 
what the White adult actually said but on the adult’s nonverbal behavior toward his Black 
peer (Castelli, De Dea, & Nesdale, 2008). Consistent with Rogoff and colleagues’ (2003) 
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work on intent participation, young European American children may observe their 
parents’ behavior around racial outgroup members for cues about how their parents feel. 
These findings suggest that European American parents should think critically about the 
race-related messages their behavior is sending to their children. The degree of racial 
segregation in our society makes it much easier for European Americans to interact with 
very few African Americans (or, indeed, other racial outgroup members). However, 
European Americans may need to intentionally expand their social circles if they want to 
impact their children’s racial attitudes. If European Americans are as committed to 
teaching their children messages about egalitarianism as they claim to be, they very well 
may need to drastically change their own behavior. 
Although the current study is primarily focused on European American mothers’ 
racial socialization practices, I also investigated the relations among children’s racial 
attitudes and their own (a) intergroup contact, (b) classification skills, and (c) exposure to 
television. The finding that children’s racial attitudes are not related to either the 
percentage of African Americans in their preschools or among their own friends is 
initially surprising; countless previous studies have suggested that positive interactions 
with the outgroup improves children’s attitudes toward the outgroup. However, in the 
current study, most children had very little contact with African Americans, and thus my 
ability to detect a relation was limited. Rather than suggesting that contact with African 
Americans does not influence young European American children’s racial attitudes, I 
suspect that the current study suggests that children need to have contact with a 
substantial number of African Americans before their attitudes change. The intergroup 
contact theory suggests that contact with the outgroup must be personal, sustained, and 
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occur within a cooperative setting (Brewer, 1996; Brown & Hewston, 2005; Pettigrew, 
1971, 1986). The findings from the current study suggest that the number of outgroup 
members with whom children have contact may also be important. Additional work could 
address these questions by including a more diverse sample and more specific questions 
about the nature of the children’s contact with the outgroup. 
The finding that children’s classification skills do not predict their racial attitudes 
is also not particularly surprising because of the relatively narrow age range of the 
children in the study. However, the fact that only 16% of the children spontaneously 
sorted the pictures along the dimension of race does raise questions about the salience of 
race to preschool-aged children. It may be that children were cognitively overloaded 
during the sorting task because of the large number and highly varied nature of the 
pictures. Thus, they may not have noticed skin color until I made it salient. It is also 
possible, however, that the children noticed the difference but did not sort along the 
dimension because they have already begun to internalize society’s message that talking 
about race is inappropriate. In another study that used a picture categorization game in 
which discussing racial differences facilitated performance, only 37% of 10- to 11-year-
old European American children acknowledged the racial differences in the pictures 
(Apfelbaum et al., 2008). In comparison, 77% of the 8- to 9-year-old children playing the 
game acknowledged racial differences. The Apfelbaum et al. (2008) study suggests that 
most children do not internalize the norm of avoiding acknowledgments of race until 
early adolescence. However, it may be that the task I used (which did not have the 
positive payoff of winning a game) indicates that young European American children 
have already begun to understand the norm. Consistent with this hypothesis, some of the 
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mothers participating in the study told me that, when their children have mentioned skin 
color in the past, they have explained to their children that they should not talk about skin 
color – that it is what is on the inside that counts. Future research would be greatly 
improved by asking children open-ended questions about their views of race.  
The importance of discussing racial issues with children became particularly 
salient to me when a boy participating in the study labeled African Americans as 
“smoked” and European Americans as “not smoked.” When I asked this child to explain 
the labels, he said that his parents had told him that smoking cigarettes turns your lungs 
black, and so that turns your skin black too. He thought all of the African Americans 
smoked cigarettes. Given the clear messages his parents have sent about the negative 
consequences of cigarette smoke, it is not surprising that this child had extremely biased 
attitudes toward African Americans. We can only begin to understand and address these 
types of misinterpretations if as researchers, parents, and teachers we talk to children 
about their views of race. 
Finally, results indicated that children who regularly watched at least one 
television show with an African American main character were less comfortable with 
African Americans than were children who regularly watched television shows without 
any African American main characters. This finding may be reflective of the negative and 
stereotypic ways African Americans are sometimes portrayed on television (see Bristor, 
Gravois Lee, & Hunt, 1995; Fife, 1981). Children may be internalizing the negative 
views of African Americans presented on the shows. However, it may also be that 
children with biased racial attitudes are constructing the content of the television 
programs to match their own attitudes (see Graves, 1999). So, these children may be 
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selectively ignoring content that presents positive images of African Americans and 
interracial contact or, indeed, even reconstruct their memory of the stories to match their 
biased views. Consistent with this hypothesis, Bigler and Liben (1993) found that 
children who endorsed racial stereotypes had a worse memory for counterstereotypic 
stories. It may be that even positive race-related content on television programs does not 
influence children’s racial attitudes; children who are racially biased may construct 
messages they receive from television programs to match their own biased racial 
attitudes. Taken together, it appears that children’s racial attitudes may need to be 
changed by other factors before they can benefit from the positive race-related content on 
televisions. 
There are several limitations of this study that should be noted. First the study is 
limited by the sample. Studying only mothers resulted in a limited view of parents’ 
influence on their children’s racial attitudes. In families where mothers and fathers have 
different racial attitudes, children may receive mixed messages. This study does not 
investigate how children come to understand and balance the racial messages from both 
parents, or the relative importance of mothers and fathers on their children’s racial 
attitudes. A study of both mothers and fathers was not viable for this study given issues 
of recruitment and cost, but a study of fathers should be undertaken in the future. 
 The mothers who participated in this study were also not representative of all 
European Americans along the key dimensions of education and socio-economic status. 
Almost all of the mothers in the study had graduated from college and owned their own 
home. It may be that European American mothers with less education approach issues of 
racial socialization differently with their children. Further, although de facto racial 
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segregation is not limited to middle and upper-middle class neighborhoods in the United 
States, it may be that lower income European American families are more likely to have 
more contact with African Americans or other racial outgroup members. Future research 
would be helpful to explore some of these issues. Studying low-income European 
American families would be particularly beneficial. In the meantime, however, the results 
of this study should not be generalized to all European Americans. 
Finally, related to limitations with the sample, I chose to focus only on European 
Americans in this study. A comparative study with African American, Asian American, 
and Latino families would provide interestingly information about the extent to which 
racial/ethnic groups differentially approach these issues with their children. The current 
study, unfortunately, cannot be used to suggest that European Americans necessarily 
differ from other groups.  
 Related to the design of the study, my decision to not counter-balance the book 
reading and questionnaire components of the procedure limits my ability to know with 
certainty whether the books influenced mothers’ or children’s responses to the racial 
attitude measures. When I first began the study, I planned to counter-balance the two 
components. However, mothers reported that after completing the questionnaires they 
were too focused on the questions that the items brought up in their own mind to 
realistically read the books. Instead of being a naturalistic observation of the ways in 
which European American families discuss issues of race, they feared that mothers would 
approach the books in a different, unnatural way because of the questionnaires. Indeed, 
some mothers reported that they would not have been able to focus on the books after 
completing the questionnaires. In the end, asking all of the mothers to read the books 
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before completing the questionnaires seemed to be the better choice. Future studies 
should also further explore the potential influence of mothers’ previous race-related 
experiences. For example, it would be helpful to know whether the neighborhoods where 
the mothers grew up or the courses they took in college influenced their racial 
socialization strategies.  
This study is also limited by its scope. This study focuses entirely on explicit 
attitudes, ignoring issues related to either mothers’ or children’s implicit attitudes. A 
recent study completed in Italy found that White preschool-aged children’s racial 
attitudes are related to mothers’ implicit – rather than explicit – racial attitudes (Castelli, 
Zogmaister, & Tomelleri, 2009). My decision to focus on mothers’ explicit attitudes 
limits my ability to make claims about the influence of other types of maternal racial 
attitudes. Furthermore, I did not investigate the influence of mothers on their young 
children’s implicit racial attitudes. Since explicitly biased racial attitudes tend to decline 
between ages seven and 12, while implicit racial biases remain through adulthood, 
exploring children’s implicit attitudes is an important next step for the field. Finally, my 
decision to focus on four to five year olds limits my ability to make conclusions about 
issues related to the development of children’s racial attitudes. Although developmental 
research and theories suggest children’s experiences and attitudes influence them 
throughout the life course, we have no data on which to base hypotheses about the 
influence of young children’s racial attitudes on their future attitudes. A study of children 
over time would be helpful. In addition to considering the ways in which children’s 
attitudes change over time, future work should also examine the different race-related 
socialization practices European American parents use at different points during their 
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children’s development.  
 Despite these limitations, this work is an important contribution within the areas 
of research on European American children’s racial attitudes and experiences with racial 
socialization. These findings confirm previously untested hypotheses about the low levels 
of race-related messages European American families send to their children. 
Furthermore, this study suggests that children’s racial attitudes are not influenced by 
mothers’ vague messages about diversity; instead, it seems that mothers need to send 
explicit, frequent race-related messages if they hope to influence their children’s racial 
attitudes. Children’s racial attitudes are related to the percentage of European Americans 
among their mothers’ own friend groups, suggesting that children are observing – and 
influenced by – their mothers’ race-related behavior. If European Americans hope to 
raise racially unbiased children, they need to think critically about the messages their 
race-related behaviors may be sending to their children about their own racial attitudes 
and, further, to talk explicitly and frequently about racial issues with their young children.  
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Appendix A: Recruitment Email, Calling Script, and Flyer 
 
 
DEPARTMENT OF PSYCHOLOGY  
THE UNIVERSITY OF TEXAS AT AUSTIN 
  
Children’s Research Laboratory  •  108 E. Dean Keeton  •  Suite 1.326  •   Austin, Texas 78712  •  (512) 471-6261 
Dear Parents: 
 
The Children's Research Lab (CRL), a component of the Psychology Department at the 
University of Texas, conducts research on the development of young children. This letter 
is to inform you of an opportunity for you and your child, Meghan, to participate in a 
research project aimed at understanding how mothers use children’s literature to shape 
their children’s social knowledge and attitudes. 
  
If you decide to participate, we will schedule a 45-minute appointment for you and your 
child at the Children’s Research Lab. Our procedure is safe and uncomplicated.  All of 
the tasks are designed to be fun and interesting. First, you and your child will read two 
books together. The reading session will be videotaped so that we can later examine your 
conversation and investigate how mothers and children interact while reading. We will 
also ask you to fill out a few questionnaires while a researcher works with your child to 
complete a few tasks. For example, your child will be asked to sort pictures into as many 
different categories as possible. We will also ask your child about social and cultural 
groups. The overall session will last less than 45 minutes, and of course you may stop 
participation at any time and for any reason.  
  
If you are interested in learning more about the project or setting up an appointment, 
please email us back at UTReadingStudy@gmail.com or call us at 475-7882. If you are 
not interested in participating, please let us know so that we can remove you from our 
list. If we don’t hear from you, a member of our research staff will contact you by 
telephone within the next few days to answer questions about the project and to set up an 
appointment if you would like to participate.   
  
The lab is located on the first floor of the new Seay Psychology building on Dean Keeton 
and Speedway and is easily accessible to visitors. There is free parking right in front of 
the building. Please bring your other children with you to the lab as needed—we have 
toys and books and can provide someone to watch them while you and your child 
participate in the study. 
  
We have found that most parents really enjoy participating in our research and find the 
research experience in itself to be interesting and informative. We will be happy to spend 
time with you discussing our research as well as other research being conducted at the 
CRL. It is only through the generous help of parents like you that we can learn about 
children and their development. We hope that you will be able to help us!  Again, if you 
have any questions at all, please call  
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475-7882 or email UTReadingStudy@gmail.com. 
 
Sincerely,  
 
Erin Pahlke, M. A.       
Department of Educational Psychology 
Gender and Racial Attitudes Lab 
University of Texas at Austin   
 
Rebecca S. Bigler, Ph. D 
Department of Psychology 
Gender and Racial Attitudes Lab 
University of Texas at Austin 
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Calling Script – First Contact 
(For calling parents to whom we have NOT sent emails) 
 
• If you reach an answering machine: 
 
“Hi, this is ____________ from the Children’s Research Lab at the University of Texas. I 
am a ____ student in the psychology department. I am calling to invite you and your 
son/daughter    (child’s name)     to participate in our reading study. Your participation 
would require a brief one-time visit to our lab, in which you and (child’s name) will read 
books together and fill out a few questionnaires.  If you would like to help us out or have 
any questions, please call us back at 475-7882.  Also, if you are not interested, you can 
call us back at 475-7882, and we will be happy to remove your name from our database.” 
 
• If you reach a person:  
 
• “Hi, this is _________ from the University of Texas.  I’m a _____ student in the 
psychology department. Can I speak to the parent of    (child’s name)    / (parent’s first 
name)?” 
 
“I’m calling from the Children’s Research Lab to invite you and your son/daughter    
(child’s name)    to participate in our reading study.  
 
“Our current project investigates how mothers use children’s literature to shape their 
children’s social knowledge and attitudes.” 
 
“Normally we send out a letter first to describe the study, but we’re trying to cut costs.  If 
you’d like, I can email you a copy of the letter. I’d also be happy to send the letter 
through the mail if you would prefer that.” 
 
• If yes to sending an email, get email address. 
 
• If no, ask them if they would like to remain in our database for future studies. If they 
would, circle “keep” on the SRF and put it up front in the “keep” folder. If they 
would like to be deleted, circle “delete” on the SRF and put it up front in the “delete” 
folder. 
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Calling Script – Second Contact 
 
• If you reach an answering machine: 
 
“Hi, this is ____________ from the Children’s Research Lab at the University of Texas. I 
am a ____ student in the psychology department. I am calling to invite you and your 
son/daughter    (child’s name)     to participate in our reading study. We sent an email 
about the study, and I’m calling to follow up. Your participation would require a brief 
one-time visit to our lab, in which you and (child’s name) will read books together and 
fill out a few questionnaires.  If you would like help us out or have any questions, please 
call us back at 475-7882.  Also, if you are not interested, you can call us back at 475-
7882, and we will be happy to remove your name from our database.” 
 
• If you reach a person:  
 
• “Hi, this is _________ from the University of Texas.  I’m a _____ student in the 
psychology department. Can I speak to the parent of    (child’s name)    / (parent’s first 
name)?” 
 
“I’m calling from the Children’s Research Lab to invite you and your son/daughter    
(child’s name)    to participate in our reading study. We recently sent an email to you 
about the study. Did you get the email?  
 
If no,   
 
“Our current project investigates how mothers use children’s literature to shape their 
children’s social knowledge and attitudes.” 
 
“Normally we send out a letter first to describe the study, but we’re trying to cut costs.  If 
you’d like, I can email you a copy of the letter. I’d also be happy to send the letter 
through the mail if you would prefer that.” 
 
• If yes to sending an email, get email address. 
 
• If no, ask them if they would like to remain in our database for future studies. If they 
would, circle “keep” on the SRF and put it up front in the “keep” folder. If they 
would like to be deleted, circle “delete” on the SRF and put it up front in the “delete” 
folder. 
 
If yes, got the email: 
“That’s good. Our current project investigates how mothers use children’s literature to 
shape their children’s social knowledge and attitudes. Are you interested in hearing more 
about the study or signing up for a time to come in? 
 
The study looks at how mothers use books to shape their 4-5 year old children’s social 
knowledge and attitudes. If you decide to participate, we will schedule a 45-minute 
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appointment for you and your child at the Children’s Research Lab. First, you and your 
child will read two books together. The reading session will be videotaped so that we can 
later code the conversation. We will also ask you to fill out a few questionnaires while a 
researcher works with your child to complete a few tasks. For example, your child will be 
asked to sort pictures into as many different categories as possible. We will also ask your 
child about social and cultural groups. We’ve found that it generally takes about 30 
minutes to complete. The moms who have participated so far have found the study 
interesting. And, we have free parking right in front of the lab and free babysitting 
available if you have other children.  
 
Do you think you might be interested in participating?  
 
Can either send another email or schedule on the phone.  
 
We’re extremely flexible with scheduling. We have times available between 9 and 6, 
Monday through Saturday. Is there a time or day that generally works best for you? Look 
at schedule to make sure there isn’t another mom scheduled. If no one’s scheduled, feel 
free to sign them up. We’ll call and remind them the day before they’re supposed to come 
in. 
 
Thank you! 
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How do moms use children’s 
literature to shape their 
children’s social knowledge and 
attitudes? 
 
Psychologists at UT are looking for 
mothers with 4 to 5 year old children who 
are willing to participate in a short study to 
help us find out.  
 
 
 
Participation involves a brief 45-minute visit to 
our lab on the UT campus, during which you and 
your child will read books together and fill out a 
questionnaire.   
 
For more information, please email 
UTReadingStudy@gmail.com or call 475-7882. 
APPROVED BY IRB ON: 9/11/2008 EXPIRES ON: 9/10/2009  
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Appendix B: Consent Form 
IRB# 2008-05-0067 
Informed Consent to Participate in Research 
The University of Texas at Austin 
 
You are being asked to participate in a research study.  This form provides you with information 
about the study. The Principal Investigator (the person in charge of this research) or his/her 
representative will provide you with a copy of this form to keep for your reference, and will also 
describe this study to you and answer all of your questions. Please read the information below 
and ask questions about anything you don’t understand before deciding whether or not to take 
part. Your participation is entirely voluntary and you can refuse to participate without penalty or 
loss of benefits to which you are otherwise entitled.   
 
Title of Research Study: Mothers’ Influence on Their Children’s Attitudes and Ideas 
 
Principal Investigator, UT affiliation, and Telephone Number(s): Erin Pahlke, Department of 
Educational Psychology, University of Texas at Austin, 512-419-1406, 
erin.pahlke@mail.utexas.edu  
 
Faculty Sponsor: Dr. Rebecca Bigler, Department of Psychology, University of Texas at 
Austin, 512-471-6261, bigler@psy.utexas.edu  
 
Funding source: Not applicable 
 
What is the purpose of this study? The aim of this study is to gain a better understanding of the 
influence of mothers’ practices and belief on their children’s attitudes and beliefs about social 
groups. One hundred mother-child pairs will participate in this study. 
 
What will be done if you take part in this research study? If you participate in this study, you 
will read two short stories to your child. You and your child will be videotaped during the 
reading session.  
 
You and your child will also complete separate questionnaire packets. You will be asked to 
complete measures of your family background, you and your child’s experiences with different 
social groups, your parenting practices and beliefs, and your personal attitudes about different 
social and cultural groups. Children will work with a research assistant to complete measures of 
their attitudes about different social and cultural groups and their cognitive skills. 
 
The Project Duration is: You will only be asked to come to the lab once, and it should take you 
no longer than one hour. We will complete this project by the end of Spring 2010. 
 
What are the possible discomforts and risks? It is possible that thinking about some of the 
questions on these surveys could make you feel a little bit anxious or uncomfortable. Remember 
that you do not need to answer any questions or do anything that you do not want to, and you may 
change your mind about participating at any time for any reason. If you wish to discuss the 
information above or any other risks you may experience, you may ask questions now or call the 
Principal Investigator listed on the front page of this form. 
APPROVED BY IRB ON: 9/11/2008 EXPIRES ON: 9/10/2009  
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What are the possible benefits to you or to others? If you choose to participate in this study, 
you will benefit by having an opportunity to learn more about how research is done in 
Psychology. In addition, this study should yield valuable information.   
 
If you choose to take part in this study, will it cost you anything?  No 
 
Will you receive compensation for your participation in this study? No. 
 
What if you are injured because of the study? The University has no policy to provide payment 
in the event of a medical problem. 
 
If you do not want to take part in this study, what other options are available to you? Your 
participation in this study is entirely voluntary.  You are free to refuse to be in the study, and 
your refusal will not influence current or future relationships with The University of Texas at 
Austin.  
 
How can you withdraw from this research study and whom should you call if you have 
questions?  
If you wish to stop your participation in this research study for any reason, you should 
contact the principal investigator: Erin Pahlke at 512-419-1406.   You should also call the 
principal investigator for any questions, concerns, or complaints about the research.  You 
are free to withdraw your consent and stop participation in this research study at any time 
without penalty or loss of benefits for which you may be entitled. Throughout the study, the 
researchers will notify you of new information that may become available and that might 
affect your decision to remain in the study.  
 
In addition, if you have questions about your rights as a research participant, or if you have 
complaints, concerns, or questions about the research, please contact Jody Jensen, Ph.D., 
Chair, The University of Texas at Austin Institutional Review Board for the Protection of 
Human Subjects, or the Office of Research Compliance and Support at (512) 232-2685. 
 
How will your privacy and the confidentiality of your research records be protected? 
Participants’ confidentiality will be assured by identifying them by number codes rather than by 
name. No information about any individual will ever be disclosed. If the results of this research 
are published or presented at scientific meetings, your identity will not be disclosed. If in the 
unlikely event it becomes necessary for the Institutional Review Board to review your 
research records, then the University of Texas at Austin will protect the confidentiality of 
those records to the extent permitted by law.  Your research records will not be released 
without your consent unless required by law or a court order. The data resulting from your 
participation may be made available to other researchers in the future for research purposes 
not detailed within this consent form. In these cases, the data will contain no identifying 
information that could associate you with it, or with your participation in any study. 
 
Will the researchers benefit from your participation in this study? These data will be collected 
as part of my dissertation, which I must complete in order to fulfill the requirements of my Ph.D. 
program. I will benefit by coming closer to completing the requirements of the program.
APPROVED BY IRB ON: 9/11/2008 EXPIRES ON: 9/10/2009  
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Signatures:   
 
As a representative of this study, I have explained the purpose, the procedures, the benefits, 
and the risks that are involved in this research study: 
 
 
 
_____________________________________ ___     
Signature and printed name of person obtaining consent          Date 
 
You have been informed about this study’s purpose, procedures, possible benefits and risks, 
and you have received a copy of this form. You have been given the opportunity to ask 
questions before you sign, and you have been told that you can ask other questions at any 
time. You voluntarily agree to participate in this study and allow your child to participate in 
this study.  By signing this form, you are not waiving any of your legal rights. 
 
 
 
___________________________________________________________________  
Printed Name of Subject’s Child                 Date 
 
 
___________________________________________________________________  
Printed Name of Subject                   Date 
 
 
___________________________________________________________________   
Signature of Subject                    Date 
 
 
___________________________________________________________________   
Signature of Principal Investigator                  Date 
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Appendix C: Selection Process and Content of the Children’s Books 
Book Selection Process 
In this study, I was interested in selecting texts that allowed mothers to choose whether or 
not to talk to their children about: (1) similarities and differences based on skin color, (2) the 
value of diversity, (3) current and historical cases of racial discrimination, and (4) the fairness of 
racial discrimination. I chose to use published books in order to ensure the books looked 
professional and reflected what mothers and children may confront in their daily lives. In other 
words, although creating books for the purpose of this study would allow me to control every 
aspect of the texts, the new books might not be good representations of what mothers and 
children actually see. 
There are a number of children’s books available that address diversity and differences 
based on skin color. For example, It’s Okay to Be Different by Todd Parr (2001) discusses a 
number of domains along which children differ (i.e., “It’s okay to be a different color” and “It’s 
okay to have no hair”). Similarly, Whoever You Are by Mem Fox (1997) discusses how people 
are the same (“Their lives may be different from yours, and their words may be very different 
from yours. But inside, their hearts are just like yours, whoever they are, wherever they are, all 
over the world”). These types of books, unfortunately, do not meet my selection criteria because, 
first, the words in the stories mention difference based on skin color or race, making it difficult 
for mothers to choose to completely ignore difference or similarity. In addition, these books and 
others like them make value statements about difference and diversity (for example, “It’s okay” 
and “Each one of us unique. But when we get together… the picture is complete”). 
In order to address these concerns, I used books that do not explicitly address racial 
difference or diversity in the text. David’s Drawings by Cathryn Falwell (2001) is the story of an 
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African American boy who works with his racially and ethnically diverse classmates on a 
picture. Although the children’s skin colors and backgrounds are never mentioned explicitly, the 
diversity of the characters makes the book immediately distinctive from most other children’s 
books. I expected that some mothers would talk about the diversity of the characters and how 
their diversity makes them similar or different, while other mothers would not mention the 
diversity.  
In order to examine whether, and if so how, mothers talk to their children about racial 
discrimination, I could have used a children’s book that includes a case of discrimination. For 
example, in Amazing Grace by Mary Hoffman (1991), the main character is told by her 
classmates that she cannot be Peter Pan in the school play because she is African American and 
female. Scribbleville by Peter Holwitz (2005) tells the story of how a straight man is 
discriminated against when he comes to a town where all of the people are made out of curving, 
squiggled lines. Unfortunately, these books and others like them did not meet my selection 
criteria because the text explicitly mentions cases of discrimination, makes statements about how 
the discrimination is unfair, and, in the end, resolves the problem when the characters realize 
they were wrong. 
The second book I used in this study, What If the Zebras Lost Their Stripes? by John 
Reitano (1998), addresses these concerns by not making explicit references to specific cases of 
discrimination or the fairness of exclusion. The book asks a series of questions about what would 
happen if some zebras were white and others were black. While reading the stories, mothers 
were able to choose whether or not to discuss the questions (for example, “Would they think that 
it’s all right, or would the Zebras start to fight?”) with their children. Further, mothers could 
choose whether to talk only about the Zebras or, instead, to talk about how humans sometimes 
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treat each other differently based on skin color. The text of What If the Zebras Lost Their 
Stripes? and David’s Drawings is provided below. An example page from each book is also 
included.  
Text of Books 
I used shortened versions of the two books, David’s Drawings and What If the Zebras 
Lost Their Stripes?, in this study. In the version of David’s Drawings, the last four pages of the 
book are not included. These last four pages explain how David independently works on a 
picture once he gets home from school. I cut the pages in order to keep the book short enough for 
mothers to read aloud in 10 minutes. In the version of What If the Zebras Lost Their Stripes?, the 
last two pages of the book are not included. These last two pages suggest that Zebras have stripes 
so there is no black and white and include value statements about discrimination and segregation. 
The texts of the edited versions of the books are presented below, with slashes delineating the 
page breaks. 
David’s Drawings. One gray winter day, David saw a beautiful tree. / When he got to 
school, David took off his boots and hung up his jacket. He found a pencil and a fresh piece of 
paper. / David thought for a moment. Then he made a drawing of the tree he had seen. / “Nice 
tree,” said Amanda. “But it needs color.” David got some crayons and made the tree brown.” 
Amanda smiled. “Some grass, too,” she said. David handed her a green crayon. “Here. You can 
make some,” he said shyly. Amanda colored green grass under the tree. / “That tree needs 
leaves,” Ryan said. David looked at his drawing and then began to add leaves. He let Ryan add a 
few more. “Look!” said Jamal. “I have these cool stickers. May I put some on the picture?” 
“Sure,” said David. / “I know. It needs a person – like me!” Laurel said. She grinned and drew a 
girl. “It needs a boy, too,” said Carlos. “Okay,” said David. Carlos drew a boy with an orange 
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shirt. / Kira quickly added a row of fluffy clouds. Brandon drew a cat and a dog. Thea added a 
smiling turtle. “Birds would look nice,” said Lee May. She drew two flying in the sky. “It needs 
a rainbow, too!” said Rosie. She set to work with a fistful of colors. / The bell rang for class to 
begin. “That was fun,” said Ryan. “We made a great picture,” said Kira. “See you at recess, 
David?” asked Amanda. “Sure!” David agreed. / At the end of the day, David looked at the 
picture again. Then he wrote Our Class Picture neatly on the bottom and hung it on the bulletin 
board. 
What If the Zebras Lost Their Stripes?. What if the Zebras / lost their stripes, and some 
lost black / and some lost white? / Would they think that it’s all right, / Or would the Zebras start 
to fight? / Would there be separate Zebra “types” If the Zebras lost their stripes? / Would 
different colors be the end Of living life as loving friends? / Would Zebras see themselves as 
Zebras? Or would their colors make them start / To only see the black or white – And not what 
lives within their hearts? / Would there be separate Zebra lands? / Could black and white friends 
still hold hands? / Would Zebra children still be okay To join together, laugh and play?  
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Appendix D: Children’s Measures 
Sorting Task 
“Here is a group of 16 pictures of different people. People have some ways they are alike or 
similar and some ways they are different. Looking at these pictures, do you see a way to divide 
the pictures into two groups that include people who are alike or similar in some way?”  
“Great. Can you think of another way to make groups that include people who are similar?”  
 
Black/White Evaluative Trait Scale 
Divide the photographs into two groups based on race/ethnicity.  
There are two different groups here. How are the groups different? Can you tell?” “Right. The 
two groups have skin that is different colors. What is this group called?” “Okay. What about this 
second group?”  
**If the child does not know names for the group, you can ask them if they think that the names 
White and Black would be good. 
“I’m going to ask you what you think about different groups of people. You have probably not 
met any of these people but I want to know what your thoughts are. I have asked many children 
these questions; some answer one way and some answer another way. Every answer is fine as 
long as it is your true feeling. Your answers are private. The questions I will ask you are not 
difficult but if you feel uncomfortable about answering one of them or don’t understand, let me 
know. You can use this picture to help you answer the questions. Remember, there are no right 
or wrong answers to these questions. I just want to know what you think.”  (Set out picture of 
people with the words “Almost all,” “Most,” “Some,” “A few” and “Almost none” written on 
them in front of the child.)  “Do you see these pictures?  Let’s practice using them.  If I asked 
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you how many babies wear diapers, which picture would you use to answer?  Good.  And if I 
asked you how many people wear glasses, what then?  Good.   Let’s start.” (If child responds to 
warm up questions in confusing way, try other similar questions unrelated to race until you’ve 
determined either that they’re comfortable using the response options, or that the child doesn’t 
understand how to use them. In the latter case thank the child kindly and end the protocol.) 
 
Read list of traits through one time with either Black or White people as the target race.  Then go 
through the list a second time, changing target race.  Make note of target race order on the 
response sheet. 
 
“All right, now I’m going to ask you questions about what Black/White people are like, so think 
about what Black/White people are like for these questions.  Ready?  Okay.” 
1. How many Black/White people are honest and always tell the truth? 
2. How many Black/White people are happy and smile a lot?  
3. How many Black/White people are bad and break the rules?   
4. How many Black/White people are nice and do things that make other people happy?  
5. How many Black/White people are awful and never do good things? 
6. How many Black/White people are cruel and do very mean things to other people on 
purpose? 
7. How many Black/White people are pretty and have nice-looking faces and hair? 
8. How many Black/White people are selfish and care too much about getting what they want? 
9. How many Black/White people are generous and give things to people who need their help?  
10. How many Black/White people are dumb and don’t learn things very quickly? 
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Continue now with the other target racial group; repeat all of the questions, using the opposite 
racial group as the referent. 
“You’re doing great. Now we have a few more questions using a different picture.” (Take out the 
picture with the thumbs. “Let’s practice using this picture. What would you point to if I asked 
how happy you would feel if I gave you an ice cream cone? Great. What if I asked how happy 
you would be if I said you would have to go to bed tonight without having any dinner?” 
 
I would be happy to have a Black person… 
 
1. As my teacher. Strongly 
Disagree 
Slightly 
Disagree 
Uncertain Slightly 
Agree 
Strongly 
Agree 
2. As my friend. Strongly 
Disagree 
Slightly 
Disagree 
Uncertain Slightly 
Agree 
Strongly 
Agree 
3. As my next door 
neighbor. (The 
person who lives 
next door to me) 
Strongly 
Disagree 
Slightly 
Disagree 
Uncertain Slightly 
Agree 
Strongly 
Agree 
4. As my doctor. Strongly 
Disagree 
Slightly 
Disagree 
Uncertain Slightly 
Agree 
Strongly 
Agree 
5. As my babysitter. Strongly 
Disagree 
Slightly 
Disagree 
Uncertain Slightly 
Agree 
Strongly 
Agree 
 
 “Now, I want you to guess how your mom would answer some of the questions you’ve 
answered. We don’t know for sure, so you’re just going to make your best guess.” 
Read list of traits through one time with either African American or White people as the target 
race.  Then go through the list a second time, changing target race.   
“All right, now I’m going to ask you questions about what Black/White people are like, so think 
about what your mom would say. Ready?  Okay.” 
1. How many Black/White people are honest and always tell the truth? 
2. How many Black/White people are happy and smile a lot?  
3. How many Black/White people are bad and break the rules?   
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4. How many Black/White people are nice and do things that make other people happy?  
5. How many Black/White people are awful and never do good things? 
6. How many Black/White people are cruel and do very mean things to other people on 
purpose? 
7. How many Black/White people are pretty and have nice-looking faces and hair? 
8. How many Black/White people are selfish and care too much about getting what they want? 
9. How many Black/White people are generous and give things to people who need their help?  
10. How many Black/White people are dumb and don’t learn things very quickly? 
Continue now with the other target racial group; repeat all of the questions, using the opposite 
racial group as the referent. 
My mom would be happy to have a Black person… 
1. As my teacher. Strongly 
Disagree 
Slightly 
Disagree 
Uncertain Slightly 
Agree 
Strongly 
Agree 
2. As my friend. Strongly 
Disagree 
Slightly 
Disagree 
Uncertain Slightly 
Agree 
Strongly 
Agree 
3. As my next door 
neighbor. (The 
person who lives 
next door to me) 
Strongly 
Disagree 
Slightly 
Disagree 
Uncertain Slightly 
Agree 
Strongly 
Agree 
4. As my doctor. Strongly 
Disagree 
Slightly 
Disagree 
Uncertain Slightly 
Agree 
Strongly 
Agree 
5. As my babysitter. Strongly 
Disagree 
Slightly 
Disagree 
Uncertain Slightly 
Agree 
Strongly 
Agree 
 
Child’s Name: _________________ Date: _____________  Interviewer’s Name:____________ 
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Sorting Task: List categories used 
________________  ___________________ __________________  _______________ 
What names did child use for the White and Black groups? ____________________________ 
Black Evaluative Trait 
1. Honest Almost all A lot Some Not many Hardly any or none 
2. Happy Almost all A lot Some Not many Hardly any or none 
3. Bad Almost all A lot Some Not many Hardly any or none 
4. Nice Almost all A lot Some Not many Hardly any or none 
5. Awful Almost all A lot Some Not many Hardly any or none 
6. Cruel Almost all A lot Some Not many Hardly any or none 
7. Pretty Almost all A lot Some Not many Hardly any or none 
8. Selfish Almost all A lot Some Not many Hardly any or none 
9. Generous Almost all A lot Some Not many Hardly any or none 
10. Dumb Almost all A lot Some Not many Hardly any or none 
White Evaluative Trait 
1. Honest Almost all A lot Some Not many Hardly any or none 
2. Happy Almost all A lot Some Not many Hardly any or none 
3. Bad Almost all A lot Some Not many Hardly any or none 
4. Nice Almost all A lot Some Not many Hardly any or none 
5. Awful Almost all A lot Some Not many Hardly any or none 
6. Cruel Almost all A lot Some Not many Hardly any or none 
7. Pretty Almost all A lot Some Not many Hardly any or none 
8. Selfish Almost all A lot Some Not many Hardly any or none 
9. Generous Almost all A lot Some Not many Hardly any or none 
10. Dumb Almost all A lot Some Not many Hardly any or none 
I would be happy to have a Black person… 
1. As my teacher. Strongly 
Disagree 
Slightly 
Disagree 
Uncertain Slightly 
Agree 
Strongly 
Agree 
2. As my friend. Strongly 
Disagree 
Slightly 
Disagree 
Uncertain Slightly 
Agree 
Strongly 
Agree 
3. As my next door 
neighbor.  
Strongly 
Disagree 
Slightly 
Disagree 
Uncertain Slightly 
Agree 
Strongly 
Agree 
4. As my doctor. Strongly 
Disagree 
Slightly 
Disagree 
Uncertain Slightly 
Agree 
Strongly 
Agree 
5. As my babysitter. Strongly 
Disagree 
Slightly 
Disagree 
Uncertain Slightly 
Agree 
Strongly 
Agree 
Child’s Name: _________________ Date: _____________  Interviewer’s Name:____________ 
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Mom’s Black Evaluative Trait 
1. Honest Almost all A lot Some Not many Hardly any or none 
2. Happy Almost all A lot Some Not many Hardly any or none 
3. Bad Almost all A lot Some Not many Hardly any or none 
4. Nice Almost all A lot Some Not many Hardly any or none 
5. Awful Almost all A lot Some Not many Hardly any or none 
6. Cruel Almost all A lot Some Not many Hardly any or none 
7. Pretty Almost all A lot Some Not many Hardly any or none 
8. Selfish Almost all A lot Some Not many Hardly any or none 
9. Generous Almost all A lot Some Not many Hardly any or none 
10. Dumb Almost all A lot Some Not many Hardly any or none 
Mom’s White Evaluative Trait 
1. Honest Almost all A lot Some Not many Hardly any or none 
2. Happy Almost all A lot Some Not many Hardly any or none 
3. Bad Almost all A lot Some Not many Hardly any or none 
4. Nice Almost all A lot Some Not many Hardly any or none 
5. Awful Almost all A lot Some Not many Hardly any or none 
6. Cruel Almost all A lot Some Not many Hardly any or none 
7. Pretty Almost all A lot Some Not many Hardly any or none 
8. Selfish Almost all A lot Some Not many Hardly any or none 
9. Generous Almost all A lot Some Not many Hardly any or none 
10. Dumb Almost all A lot Some Not many Hardly any or none 
My mom would be happy to have a Black person… 
1. As my teacher. Strongly 
Disagree 
Slightly 
Disagree 
Uncertain Slightly 
Agree 
Strongly 
Agree 
2. As my friend. Strongly 
Disagree 
Slightly 
Disagree 
Uncertain Slightly 
Agree 
Strongly 
Agree 
3. As my next door 
neighbor.  
Strongly 
Disagree 
Slightly 
Disagree 
Uncertain Slightly 
Agree 
Strongly 
Agree 
      
4. As my doctor. Strongly 
Disagree 
Slightly 
Disagree 
Uncertain Slightly 
Agree 
Strongly 
Agree 
5. As my babysitter. Strongly 
Disagree 
Slightly 
Disagree 
Uncertain Slightly 
Agree 
Strongly 
Agree 
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   Strongly       Slightly        Not Sure       Slightly Strongly 
   Agree      Agree    Disagree Disagree 
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 Almost               Hardly any 
All          A lot         Some         Not many  or none 
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Appendix E: Mothers’ Questionnaire Packet 
 
1. Your Current Age: _____________                    
2. Are you (please circle one):  
 
Married Separated Divorced Single 
Other (please 
describe): 
______________
 
3. What is your ethnic background? Please circle the best description below. 
Asian, 
Asian Amer. 
Black,  
African Amer.
Latino,  
Hispanic 
White,  
Euro. Amer. 
American 
Indian,  
Native Amer. 
Mixed or  
Other (please 
describe): 
___________ 
 
4. What is your child’s father’s ethnic background? Please circle the best description below. 
Asian, 
Asian Amer. 
Black,  
African Amer.
Latino,  
Hispanic 
White,  
Euro. Amer. 
American 
Indian,  
Native Amer. 
Mixed or  
Other (please 
describe): 
___________ 
 
5. What is your child’s ethnic background? Please circle the best description below. 
Asian, 
Asian Amer. 
Black,  
African Amer.
Latino,  
Hispanic 
White,  
Euro. Amer. 
American 
Indian,  
Native Amer. 
Mixed or  
Other (please 
describe): 
___________ 
 
6. In the table below, please list your child’s siblings. 
Sibling’s First Name Sibling’s Age Sibling’s Gender  
(M or F) 
Is this a full-sibling, 
half-sibling, or step-
sibling? 
 
 
   
 
 
   
 
 
   
 
 
   
7. Where do you live?  
A house you  
own 
A house you  
Rent 
An apartment  
or condo  
you own 
An apartment  
or condo  
you rent 
Other (please 
describe): 
______________
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8. Does your child attend preschool?       YES          NO 
 
If your child attends a preschool, what is the name of the school? ________________ 
 
How many hours a week does your child spend at preschool? _________________ 
 
Are the children at your child’s preschool:   
(1) 
All White 
(100% White) 
(2) 
High majority 
White 
(99-90% White) 
(3) 
Majority White 
(89-50% White) 
(4) 
Majority non-
White 
(49-11% White) 
(5) 
High majority 
non-White 
(10-1% White) 
 
Now, please think about the specific racial/ethnic background of the children at the preschool. 
Approximately what percentage of the children at the preschool are White, Black or African 
American, Latino or Hispanic, and Asian? Please enter approximate percentages below. When added 
together, please make sure all of the numbers total 100. 
 
The children at my child’s preschool are: 
___ % White 
___ % Black or African American 
___ % Latino or Hispanic 
___ % Asian 
___ % _____________  
 
9. How much schooling have you and your spouse/partner received?  
 8 yrs. or less 9 - 11 yrs. 12 yrs., finished 
high school 
13-15 yrs.,  
some college 
16 - 17 yrs., 
college degree 
18 or more 
yrs., 
graduate 
school 
You 6 6 6 6 6 6 
Spouse/ 
Partner 
6 6 6 6 6 6 
 
10. Before today, had you ever read David’s Drawings?   YES  NO 
11. Before today, had you ever read What If the Zebras Lost Their Stripes?   YES  NO 
12. Does your child have any African American relatives in his/her extended family?  YES NO 
13. What T.V. shows does your child regularly watch?  
_________________________________________________________________________________ 
 
_________________________________________________________________________________ 
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1. Is the neighborhood where your child spends the majority of his/her time (circle one):  
All White 
(100% White) 
High majority 
White 
(99-90% White) 
Majority White 
(89-50% White) 
Majority non-
White 
(49-11% White) 
High majority 
non-White 
(10-1% White) 
 
2. Please think about the specific racial/ethnic background of this neighborhood. Please enter 
approximate percentages below. When added together, please make sure the numbers total 100. 
 
My child’s neighborhood is: 
___ % White 
___ % Black or African American 
___ % Latino or Hispanic 
___ % Asian 
___ % _____________  
 
3. Are your child’s friends (circle one):  
All White 
(100% White) 
High majority 
White 
(99-90% White) 
Majority White 
(89-50% White) 
Majority non-
White 
(49-11% White) 
High majority 
non-White 
(10-1% White) 
 
4. Please think about the specific racial/ethnic background of your child’s friends. Please enter 
approximate percentages below.  
 
My child’s friends are: 
___ % White 
___ % Black or African American 
___ % Latino or Hispanic 
___ % Asian 
___ % _____________  
 
5. Are your own friends (not including your acquaintances):  
All White 
(100% White) 
High majority 
White 
(99-90% White) 
Majority White 
(89-50% White) 
Majority non-
White 
(49-11% White) 
High majority 
non-White 
(10-1% White) 
 
6. Please think about the specific racial/ethnic background of your friends. Please enter 
approximate percentages below.  
My friends are: 
 
___ % White 
___ % Black or African American 
___ % Latino or Hispanic 
___ % Asian 
___ % _____________  
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Directions: Mark your answer to each of the questions below.  
 
How many White or Caucasian people in the U.S.… 
Are nice? Are cruel? 
  Almost all  Almost all 
  A lot  A lot 
  Some  Some 
  Not many  Not many 
  Hardly any or none  Hardly any or none 
Are pretty? Are honest? 
  Almost all  Almost all 
  A lot  A lot 
  Some  Some 
  Not many  Not many 
  Hardly any or none  Hardly any or none 
Are selfish? Are generous? 
  Almost all  Almost all 
  A lot  A lot 
  Some  Some 
  Not many  Not many 
  Hardly any or none  Hardly any or none 
Are happy? Are bad? 
  Almost all  Almost all 
  A lot  A lot 
  Some  Some 
  Not many  Not many 
  Hardly any or none  Hardly any or none 
Are awful? Are dumb? 
  Almost all  Almost all 
  A lot  A lot 
  Some  Some 
  Not many  Not many 
  Hardly any or none  Hardly any or none 
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How many Black or African American people in the U.S.… 
Are nice? Are cruel? 
  Almost all  Almost all 
  A lot  A lot 
  Some  Some 
  Not many  Not many 
  Hardly any or none  Hardly any or none 
Are pretty? Are honest? 
  Almost all  Almost all 
  A lot  A lot 
  Some  Some 
  Not many  Not many 
  Hardly any or none  Hardly any or none 
Are selfish? Are generous? 
  Almost all  Almost all 
  A lot  A lot 
  Some  Some 
  Not many  Not many 
  Hardly any or none  Hardly any or none 
Are happy? Are bad? 
  Almost all  Almost all 
  A lot  A lot 
  Some  Some 
  Not many  Not many 
  Hardly any or none  Hardly any or none 
Are awful? Are dumb? 
  Almost all  Almost all 
  A lot  A lot 
  Some  Some 
  Not many  Not many 
  Hardly any or none  Hardly any or none 
 145 
Directions:  For each of the items below, please answer two related questions. Please circle one response under the gray columns and one response under the white columns. 
 
The Gray Columns: The first question is how often you explicitly or directly tell your child these things now. For each item, please circle one of the response options in the gray 
columns. So, for example, for item 1, please circle one number that indicates how often you tell your child that people are equal, regardless of their race or ethnic background.  
 
The White Columns: The second question is how important you think it is that you do these things at some point in the future. Sometimes, parents have not talked to their child 
about issues related to race or ethnicity because they do not think it is important. In other cases, parents have not talked to their child about these issues because the right time has 
not come up. For each item, please circle one of the response options in the white columns. So, for example, for item 1, please circle one number that indicates how important you 
think it is that you tell your child at some point in the future that people are equal, regardless of their race or ethnic background. 
 
I explicitly or directly tell my child… 
 
About how often do you tell your 
child this? 
How important do you think it is that you 
do this at some point in the future? 
Never Rarely Some-
times 
Often Very 
Often 
Not at all 
important 
Not very 
important 
Neutral Somewhat 
important 
Very 
important 
1. People are equal, regardless of their race or ethnic background. 1 2 3 4 5 1 2 3 4 5 
2. About the discrimination people from other racial or ethnic groups have 
experienced in the past. 1 2 3 4 5 1 2 3 4 5 
3. About important people in the history of other racial or ethnic groups. 1 2 3 4 5 1 2 3 4 5 
4. To read books about the history or traditions of different ethnic and 
racial groups, other than our own. 1 2 3 4 5 1 2 3 4 5 
5. About the possibility that some people might treat him/her badly or 
unfairly because of our race or ethnicity. 1 2 3 4 5 1 2 3 4 5 
6. Other racial or ethnic groups are just as trustworthy as people of our 
own ethnic or racial group. 1 2 3 4 5 1 2 3 4 5 
7. People of all races have an equal chance in life. 1 2 3 4 5 1 2 3 4 5 
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I explicitly or directly tell my child… 
 
About how often do you tell your 
child this? 
How important do you think it is that you 
do this at some point in the future? 
Never Rarely Some-
times 
Often Very 
Often 
Not at all 
important 
Not very 
important 
Neutral Somewhat 
important 
Very 
important 
8. He/she should try to make friends with people of all races and ethnic 
backgrounds. 1 2 3 4 5 1 2 3 4 5 
9. About discrimination or prejudice against our ethnic or racial group. 1 2 3 4 5 1 2 3 4 5 
10. About discrimination or prejudice against other ethnic or racial groups. 1 2 3 4 5 1 2 3 4 5 
11. It is important to appreciate people of all racial and ethnic backgrounds. 1 2 3 4 5 1 2 3 4 5 
12. Something unfair that he/she witnessed was due to racial or ethnic 
discrimination against another ethnic or racial group. 1 2 3 4 5 1 2 3 4 5 
13. In the past people from other racial or ethnic groups were discriminated 
against because of their race or ethnicity. 1 2 3 4 5 1 2 3 4 5 
14. It is best to have friends who are the same race or ethnic group as we 
are. 1 2 3 4 5 1 2 3 4 5 
15. The importance of getting along with people of all races and ethnicities. 1 2 3 4 5 1 2 3 4 5 
16. Something he/she saw showed poor treatment of different ethnic or 
racial groups, other than our own. 1 2 3 4 5 1 2 3 4 5 
17. American society is fair to all races and ethnicities. 1 2 3 4 5 1 2 3 4 5 
18. People from other racial or ethnic groups are sometimes still 
discriminated against because of their race or ethnicity. 1 2 3 4 5 1 2 3 4 5 
19. To learn about the history or traditions of other racial or ethnic groups. 1 2 3 4 5 1 2 3 4 5 
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I explicitly or directly tell my child… 
 
About how often do you tell your 
child this? 
How important do you think it is that you 
do this at some point in the future? 
Never Rarely Some-
times 
Often Very 
Often 
Not at all 
important 
Not very 
important 
Neutral Somewhat 
important 
Very 
important 
20. People of our race or ethnic group have better opportunities than people 
of other racial or ethnic groups. 1 2 3 4 5 1 2 3 4 5 
21. People of different races and ethnicities have different values and 
beliefs. 1 2 3 4 5 1 2 3 4 5 
22. American society is not always fair to all races and ethnicities. 
1 2 3 4 5 1 2 3 4 5 
23. It is a bad idea to marry someone who is of a different ethnic 
background or race than ours. 1 2 3 4 5 1 2 3 4 5 
24. Sometimes people are treated badly just because of their race or 
ethnicity. 1 2 3 4 5 1 2 3 4 5 
25. About the history of other racial or ethnic groups in our country. 
1 2 3 4 5 1 2 3 4 5 
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Directions: Please consider how you would feel about each of the following scenarios. 
 
How would you feel if this happened? 
 
 
Extremely 
Uncomfortable 
Slightly 
Uncomfortable 
Not sure Slightly 
Comfortable 
Extremely 
Comfortable 
1. If my child attended an all-White school. 1 2 3 4 5 
2. If my child grew up in a racially mixed 
neighborhood. 
1 2 3 4 5 
3. If my child did not know any Black adults. 1 2 3 4 5 
4. If my child had Black teachers during 
elementary school. 
1 2 3 4 5 
5. If my child went to a school where most of 
the kids were Black. 
1 2 3 4 5 
6. If my child only had White teachers during 
elementary school. 
1 2 3 4 5 
7. If my child dated a Black person. 1 2 3 4 5 
8. If my child knew only White adults. 1 2 3 4 5 
9. If all my child’s friends were Black. 1 2 3 4 5 
10. If my child grew up in a mostly White 
neighborhood. 
1 2 3 4 5 
11. If all of my child’s friends were White. 1 2 3 4 5 
12. If my child dated only White people. 1 2 3 4 5 
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Directions: This questionnaire is designed to assess people’s attitudes about social situations. Please circle the response that most 
accurately describes your feelings. Keep in mind that there are no right or wrong answers. 
 
I would be happy to have a Black person… 
 Strongly 
Disagree 
Disagree Slightly 
Disagree 
Uncertain Slightly 
Agree 
Agree Strongly 
Agree 
1. Rent my house from me. 1 2 3 4 5 6 7 
2. As my personal physician. 1 2 3 4 5 6 7 
3. As governor of my state. 1 2 3 4 5 6 7 
4. As my supervisor at work. 1 2 3 4 5 6 7 
5. As my mentor. 1 2 3 4 5 6 7 
6. As my child’s teacher. 1 2 3 4 5 6 7 
7. Baby-sit my child. 1 2 3 4 5 6 7 
8. Live next door to me 1 2 3 4 5 6 7 
9. As a lover. 1 2 3 4 5 6 7 
10. Kiss me in public. 1 2 3 4 5 6 7 
11. As my child’s friend. 1 2 3 4 5 6 7 
12. As my roommate. 1 2 3 4 5 6 7 
13. As my child’s doctor. 1 2 3 4 5 6 7 
14. As a dance partner. 1 2 3 4 5 6 7 
15. As my spiritual counselor. 1 2 3 4 5 6 7 
16. As someone I would date. 1 2 3 4 5 6 7 
17. Marry a brother or sister of 
mine. 
1 2 3 4 5 6 7 
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Guess Your Child’s Answers 
 
Now, please think about how you think your child responded to the following questions. 
 
What do you think your child said when asked if he/she would be happy to have a Black person… 
 
 Strongly 
Disagree 
Disagree Slightly 
Disagree 
Uncertain Slightly 
Agree 
Agree Strongly 
Agree 
1. As his/her teacher. 1 2 3 4 5 6 7 
2. As his/her friend. 1 2 3 4 5 6 7 
3. As his/her next door neighbor. 1 2 3 4 5 6 7 
4. As his/her doctor. 1 2 3 4 5 6 7 
5. As his/her babysitter. 1 2 3 4 5 6 7 
 
What do you think your child said when asked how many White or Caucasian people in the U.S.… 
 Hardly Any or 
None 
Not Many Some A lot Almost All 
Are nice? 1 2 3 4 5 
Are cruel? 1 2 3 4 5 
Are pretty? 1 2 3 4 5 
Are honest? 1 2 3 4 5 
Are generous? 1 2 3 4 5 
Are selfish? 1 2 3 4 5 
Are happy? 1 2 3 4 5 
Are bad? 1 2 3 4 5 
Are dumb? 1 2 3 4 5 
Are awful? 1 2 3 4 5 
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Guess Your Child’s Answers 
 
What do you think your child said when asked how many Black or African American people in the U.S.… 
 Hardly Any or 
None 
Not Many Some A lot Almost All 
Are nice? 1 2 3 4 5 
Are cruel? 1 2 3 4 5 
Are pretty? 1 2 3 4 5 
Are honest? 1 2 3 4 5 
Are generous? 1 2 3 4 5 
Are selfish? 1 2 3 4 5 
Are happy? 1 2 3 4 5 
Are bad? 1 2 3 4 5 
Are dumb? 1 2 3 4 5 
Are awful? 1 2 3 4 5 
 
 
Thank you for your help! 
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Appendix F: Supplemental Tables 
Table F-1  
 
Children’s Generated Labels for African Americans and European Americans During the 
Picture Sorting Task 
Child generated 
label for European 
Americans 
Number of 
children who used 
the label 
 Child generated 
label for African 
Americans 
Number of 
children who used 
the label 
White 47  Black 30 
Light 15  Brown 27 
Blonde  3  Dark 13 
My color of skin 3  Black/brown 5 
Creamish 2  Blackish/brownish 2 
Not brown 2  Dark brown 1 
Peach 2  Darker 1 
Plain 2  Golden brown 1 
Red 2  Not shiny 1 
Silver 2  Smoked 1 
Tan 2  Yellow  1 
Grey 1    
Lightish 1    
Not smoked 1    
Orange 1    
Peachy tan 1    
Pink 1    
Shiny 1    
Yellow  1    
Whiteish/yellow 1    
Note. Some of the children generated more than one label for each racial group. 
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Table F-2 
 
Relation Among Items Regarding Mothers’ Beliefs About Their Children’s Interracial Contact, by Subscale 
 Variables 
Item 2 3 4 5 6 7 8 9 10 11 12 
Comfort with racially segregated 
settings subscale 
           
1. If my child dated only White 
people. 
.48** .55** .54** .37** .35** .38** -.05 -.21 -.34** -.20 -.13 
2. If my child grew up in a mostly 
White neighborhood. 
1.00 .52** .51** .48** .29** .33** -.05 -.13 -.31** -.21 -.14 
3. If my child only had White teachers 
during elementary school. 
 1.00 .56** .61** .58** .45** -.16 -.28* -.48** -.20 -.24* 
4. If all of my child’s friends were 
White. 
  1.00 .57** .69** .54** -.02 -.30* -.35** .09 .06 
5. If my child attended an all-White 
school. 
   1.00 .66** .50** -.08 -.32** -.34** -.06 -.14 
6. If my child knew only White adults.     1.00 .60** -.09 -.21 -.32** .07 -.04 
7. If my child did not know any Black 
adults. 
     1.00 -.02 -.10 -.41** -.05 -.06 
 
Comfort with racially integrated settings 
subscale 
           
8. If my child had Black teachers 
during elementary school. 
      1.00 .13 .28* .14 .10 
9. If my child grew up in a racially 
mixed neighborhood. 
       1.00 .41** .15 .39** 
10. If my child dated a Black person.         1.00 .42** .42** 
11. If all my child’s friends were 
Black. 
         1.00 .67** 
12. If my child went to a school where 
most of the kids were Black.  
          1.00 
 Note. Response options range from 1 to 5, with higher scores indicating greater comfort. * p < .05, ** p < .01 
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Table F-3 
 
Television Shows Children Watch Regularly, According to Mothers’ Reports 
   Main characters 
Television show 
Number 
of 
children PBS Human 
All 
European 
American 
Some 
African 
American 
All 
African 
American 
Dora the Explorer 31 N Y N N N 
Go Diego Go 19 N Y N N N 
Curious George                                                                                                               17 Y Y Y N N 
Sid the Science Kid                                                                     15 Y N n/a n/a n/a 
Sesame Street                                                       13 Y Y N Y N 
Max & Ruby                                                                                                                   9 N N n/a n/a n/a 
SpongeBob SquarePants 9 N N n/a n/a n/a 
Arthur                                                                                                                       8 Y N n/a n/a n/a 
Backyardigans                                       8 N N n/a n/a n/a 
SuperWhy                                                                                                                     8 Y Y N Y N 
Little Bill                                                                                                                  7 N Y N Y Y 
Clifford                                                                            5 Y Y N Y N 
Handy Manny                                                                                                                  5 N Y Y N N 
Thomas the Tank Engine                                                                                                                               5 N N n/a n/a n/a 
Word World                                                                                                           5 Y N n/a n/a n/a 
Batman                                                                                                                       4 N Y Y N N 
Between the Lions                                  4 Y N n/a n/a n/a 
Blue's Clues                                                                                                                 4 N N n/a n/a n/a 
Dragon Tales                                                                                                                 4 Y Y N N N 
Franklin                                                                     4 N N n/a n/a n/a 
Magic School Bus                                                                                                             4 N Y N Y N 
Martha Speaks                                                                                                                           4 Y Y Y N N
Phineus & Ferb                                                                                               4 N Y Y N N 
Toot & Puddle                                                                                                                4 N N n/a n/a n/a 
Imagination Movers                        3 N Y Y N N 
Mickey Mouse                                                                                                                 3 N N n/a n/a n/a 
Mickey Mouse Clubhouse                                                                                                       3 N N n/a n/a n/a 
Scooby Doo                                                          3 N Y Y N N 
Tom & Jerry                                                                                                                  3 N N n/a n/a n/a 
WonderPets                                                                                                                     3 N N n/a n/a n/a 
Angelina Balerina                                                                             2 Y N n/a n/a n/a 
Bernstein Bears                                                                                                              2 Y N n/a n/a n/a 
Bob the Builder                                                                                                                                    2 N Y N N N
Fetch with Ruff Ruffman                                                                                                 2 Y Y N Y N 
I Carley                                                                                                                     2 N Y Y N N 
Kai Lan                                                     2 N Y N N N 
Maggie & the Ferocious Beast                                                                                                          2 N Y Y N N
Signing Time                                                                                                                   2 N Y Y N N 
Wow Wow Wubzy                                                                                       2 N N n/a n/a n/a 
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Table F-3 (continued) 
 
Television Shows Children Watch Regularly, According to Mothers’ Reports 
   Main characters 
Television show 
Number 
of 
children PBS Human 
All 
European 
American 
Some 
African 
American 
All 
African 
American 
Yo Gabba Gabba                                                                                                               2 N N n/a n/a n/a 
Agent Oso 1 N N n/a n/a n/a 
Avatar 1 N 1 N N N 
Barney                                                                                                                              1 Y N n/a n/a n/a 
Biscuit Brothers                                                                                   1 N Y Y N N 
Bugs Bunny                                                                                                                   1 N N n/a n/a n/a 
Caillou                                                                                                                                                       1 Y Y N Y N
Chi Lan                                                                                                                      1 N Y N N N 
Cyberchase                                                                                                                   1 Y Y N Y N 
Dr. Quinn Medicine Woman                                               1 N Y Y N N 
Fireman Sam                                                                                                                  1 N Y Y N N 
Freaky Friday                                                                                                                           1 N Y Y N N
Funniest Home Video                                                                                          1 N Y N Y N 
Hi-5                                                                                                                            1 N Y N N N 
I Dream of Jeannie                               1 N Y Y N N 
It's a Big World                                                                                                             1 Y N n/a n/a n/a 
Jack Music Show                                                                                                              1 N N n/a n/a n/a 
Johnny Test                                                                1 N Y Y N N 
Justice League                                                                                                               1 N Y Y N N 
Leap Frog                                                                                                                                   1 N N n/a n/a n/a
Lilo & Stitch                                                                                              1 N Y N N N 
Little Bear                                                                                                                  1 N N n/a n/a n/a 
Little Einstein                                                                                                                                                       1 N Y N Y N
Meteor & the Monster Trucks                                                                                                  1 N N n/a n/a n/a
Mia & Miguel                                                                                                                 1 N Y N N N 
Miss Spider                                                              1 N N n/a n/a n/a 
Mister Rogers                                                                                                                1 Y Y Y N N 
Ni Hao Kilan                                                                                                                        1 N Y N N N 
Peter Pan                                                                                                1 N Y Y N N 
Pink Panther                                                                                                                             1 N Y Y N N
Pinky Dinky Doo                                1 N Y Y N N 
Pokemon                                                                                                                      1 N Y Y N N 
Rescue Heroes                                                                                                                1 N Y N Y N 
Richard Scary                                                                        1 N N n/a n/a n/a 
Road Runner                                                                                                                  1 N N n/a n/a n/a 
Rugrats                                                                                                                                   1 N Y N Y N 
Simpsons                                                                                                               1 N Y Y N N 
The Wiggles                                                                                                                  1 N Y N N N 
Thoroughly Modern Milly                                    1 N Y Y N N 
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Table F-3 (continued) 
 
Television Shows Children Watch Regularly, According to Mothers’ Reports 
   Main characters 
Television show 
Number 
of 
children PBS Human 
All 
European 
American 
Some 
African 
American 
All 
African 
American 
Transformers                                                                                                                 1 N N n/a n/a n/a 
Veggie Tales                                                                                                                                      1 N N n/a n/a n/a 
What's Up Doc                                                                                                    1 N N n/a n/a n/a 
Word Worm                                                                                                                    1 N N  n/a n/a n/a 
Zaboomafoo                                                                                                                                                           1 Y Y Y N N 
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Table F-4 
 
Relations Among Children’s Racial Attitudes and the Number of “Intergroup Diversity Without Mentioning People” Comments Made 
During the Reading of What If the Zebras Lost Their Stripes?, by Source and Clarity Level 
 Variables 
Scale or category 2 3 4 5 6 7 8 9 10 11 12 13 14 
1. Trait ratings: Child -.19 .22 .08 -.03 .06 .24 .07 .06 .13 -.02 -.24 .11 .19 
2. Social distance ratings: Child 1.00 .03 .14 .04 -.22 .02 .15 -.13 -.17 -.22 .10 .03 -.19 
3. Total pro-diversity: Mom  1.00 .61** .34** -.09 .92** .61** .10 .22* -.02 -.02 .16 .23* 
4. Total pro-diversity: Child   1.00 .14 -.04 .59** 1.00** .07 .33** -.11 -.07 .19 .35** 
5. Explicitly explained pro-diversity: Mom    1.00 -.06 -.05 .144 -.04 .17 -.01 .26* -.04 .13 
6. Explicitly explained pro-diversity: Child     1.00 -.07 -.10 -.04 .15 -.03 -.02 -.03 .16 
7. Not explained pro-diversity: Mom      1.00 .59** .12 .16 -.02 -.13 .18 .19 
8. Not explained pro-diversity: Child       1.00 .07 .32** -.11 -.06 .19 .34** 
9. Total anti-diversity: Mom        1.00 .10 .65** -.07 .73** .12 
10. Total anti-diversity: Child         1.00 -.05 .26* .18 .98** 
11. Explicitly explained anti-diversity: Mom          1.00 -.04 -.06 -.04 
12. Explicitly explained anti-diversity: Child           1.00 -.05 .07 
13. Not explained anti-diversity: Mom            1.00 .20 
14. Not explained anti-diversity: Child             1.00 
Note.  * p < .05, **p < .01 
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Appendix G: Coded Text from Video Transcripts 
 
Table G-1 
 
Comments Made During the Reading of David’s Drawing Coded as “Race-Related” 
Family 
ID Source Comment 
10 Mom Mom: You know what this reminds me of, a little bit? It’s like Peter’s 
Chair, and Whistle for Willy. Does it look a little bit like some of the stuff 
that Ezra J. does?   
Son: Yeah. We can just look at it. 
 
28 Mom Mom: Does anybody have hair like you or Dada?  
Daughter: (points)  
Mom:  That’s right. She has brown curly hair, and he has black curly hair. She 
has long braids. And she has braids up in a ponytail. She looks kind of like 
Camilla, doesn’t she?  
Daughter: Who?  
Mom: Which one has hair like Camilla?  
Daughter: (points to African American girl on cover of the book). 
 
39 Child Daughter: Is that Little Bill? (pointing to cover of book) 
Mom: It looks like Little Bill doesn’t it?   
Daughter: Is it?  
Mom: Do you want to sit there?  
 
39 Child Daughter: Mom, what happened to, what happened, what happened to that 
girl’s knee?   
Mom: What girl?  
Daughter: The girl, the girl that was black.  
Mom: I don’t know. She, did she have a band aid on it? I don’t know what 
happened to her knee.  
Daughter: Did she get a shot?  
Mom: No, you know, I bet she has a boo boo just like mine and she has a band 
aid on it but I don’t. You think? Should we read? 
 
66 Child Mom: Which one do you think is David? 
Daughter: Is that one David? Is that David? 
Mom: I don’t know. David could be the one with the pencil in his hand. 
Daughter: Is David dark?  
Mom: I don’t know. 
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Table G-1 (continued) 
 
Comments Made During the Reading of David’s Drawing Coded as “Race-Related”  
82  Daughter: Okay. “Kira quickly added a row of fluffy clouds. Brandon drew a 
cat and a dog. Thea added a smiling turtle. ‘Birds would look nice,’ said Lee 
May.” 
Mom: Lee May? 
Daughter: said Lee May. 
Mom: That’s a different name, isn’t it? 
Daughter: Yeah.  “She drew two flying in the sky. ‘It needs a rainbow, too!’ 
said Rose, Rosie. She set to work with a fistful of colors. The bell rang for 
class, for class to begin. ‘That was fun,’ said Randon.” 
Mom: Ryan. 
Daughter: Ryan. “‘We made a great picture,’ said Kira.”  
Mom: Kira? 
Daughter: Kira.  
Mom: They have different names, don’t they? 
 
Note. Quotation marks denote text from the book. The bolded text represents the coded portion 
of the conversation. 
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Table G-2 
 
Comments Made During the Reading of David’s Drawing Coded as “Collaboration” 
Family 
ID Source Comment 
3 Mom Mom: How cool is that?  They all added a little something… 
 
8 Mom Mom: And then everyone added different things too, isn’t that cool?  
Son: Yea. 
 
9 Mom Mom: I like how they all worked together on it, that's pretty neat.   
Son: Yeah. That's cool. 
 
19 Mom Mom: Well everybody’s working on this drawing. Have you ever done a 
drawing where everybody worked on it? That’d be kinda fun. 
 
23 Mom Mom: That’s nice that they’re working together. 
 
31 Mom Mom: Look they're all having fun now!  
Daughter: Yeah.  
Mom: Look at the picture they all drew together.  
 
37 Mom Mom: Look, she's helping him. Everyone’s helping him.   
Daughter: Mama, I want everyone to help with me.   
Mom: I know.  It's a good idea to have everyone help with your drawing. 
 
47 Mom Mom: That’s cool. It’s kind of fun when everyone gets to work together, 
huh? 
 
58 Mom Mom: Look at that teamwork. That's awesome. They're doing it together!  
 
58 Mom Mom: He was very generous with his heart, wasn't he? See how he 
collaborated with a team and how much fun that can be? 
 
65 Mom Mom: It's kind of fun when everyone gets to work together. 
 
73 Mom Mom: It looks better and better when they all help.  
 
93 Mom Mom: See he was just going to draw and everyone participated. That’s 
pretty cool isn’t it? 
 
Note. Quotation marks denote text from the book. The bolded text represents the coded portion 
of the conversation. 
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Table G-3 
 
Comments Made During the Reading of What If the Zebras Lost Their Stripes? Coded as 
“Discrimination” 
Family 
ID Source Comment 
65 Mom Mom: So sometimes when people look different… 
Son: Yeah.  
Mom: Yeah. You know, sometimes they think they look strange, that kind 
of stuff. That's silly, right? Because they're all people.  
Son: Yeah. 
 
Note. Quotation marks denote text from the book. The bolded text represents the coded portion 
of the conversation. 
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Table G-4 
 
Comments Made During the Reading of What If the Zebras Lost Their Stripes? Coded as 
“Interracial Interactions Among People” 
Family 
ID Source Comment 
11 Mom Mom: “Could black and white friends still hold hands?” 
Son: Yes.  
Mom: Yes. Do you have black and white friends that you hold hands 
with?  
Son: No!  
Mom: You don’t?  
Son: I don’t have Black friends or White friends. Friends are different.  
Mom: Do you have different kinds of friends that you hold hands with?  
Son: Uhhh can I take one more peek back there?  
Mom: Okay quick and then come on back. 
 
27 Mom Mom: So the whole book is wondering if they’d all get along still even if they 
were different colors. Do you think it’d be good if they all got along even if 
they were different colors? 
Son: Yeah. 
Mom: Yeah. It doesn’t really matter what color we are, does it?  
 
40 Mom Mom: That was a cool story. So what do you think? Is it okay, if you lost your 
stripes, for the white zebras and the black zebras to be together?  
Son: Uh huh.   
Mom: Yeah. It doesn’t matter if you have stripes or not or what color you 
are. Everyone can be friends with everyone. 
 
51 Son Son: There’s even a Chinese lady.  
Mom: Look at all these kids. They’re dressed differently. 
Son: Cause they’re from different countries and places. 
Mom: How are they the same? 
Son: (Pause) Um, they’re the same because they’re all human.  
Mom: They’re all human. And they’re all kids. That’s right. 
 
51 Mom Son: There’s even a Chinese lady.  
Mom: Look at all these kids. They’re dressed differently. 
Son: Cause they’re from different countries and places. 
Mom: How are they the same? 
Son: (Pause) Um, they’re the same because they’re all human.  
Mom: They’re all human. And they’re all kids. That’s right. 
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Table G-4 (continued) 
 
Comments Made During the Reading of What If the Zebras Lost Their Stripes? Coded as 
“Interracial Interactions Among People”  
Family 
ID Source Comment 
57 Mom Mom: “Would Zebra children still be okay To join together, laugh and play?”  
Son: Mmhm.  
Mom: Yeah, they could.  The end. And there’s the zebras’ stripes back. We’re 
just not used to seeing then without their stripes. That’s why it’s hard to call it 
a zebra if it just loses its stripes. But, if you think about it, um people are all 
different, shapes and sizes and colors.  
Son: Wait, that one is the white one and that one is the black one.  
Mom: That’s often what people ask. What color is a zebra? Is it black or is it 
white? Can you say it just is? 
58 Mom Mom: What’s more important? What’s on the outside and how we look 
or what’s in here? (Points to heart) 
Daughter: What’s in here. 
Mom: Yeah. That’s what God wants for us. 
 
58 Child Mom: What’s more important? What’s on the outside and how we look or 
what’s in here? (Points to heart) 
Daughter: What’s in here. 
Mom: Yeah. That’s what God wants for us. 
 
62 Mom Mom: They have dark skin and kind of a pretty costume, or pretty clothes. I 
think they’re probably from Africa. Do you think these people are a little bit 
like the zebras? How do you think they can be like the zebras? 
Son: They’re all different. 
Mom: They’re all different in what way? 
Son: Dress. 
Mom: Dress? You think they’re different on the inside, on how they think and 
feel? (pause) Yeah, I think they’re kind of like the zebras, in that all these 
are still people even though they look and dress differently. But they’re 
all still people. They’re all the same on the inside. 
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Table G-4 (continued) 
 
Comments Made During the Reading of What If the Zebras Lost Their Stripes? Coded as 
“Interracial Interactions Among People”  
Family 
ID Source Comment 
63 Mom Mom: So what about like when you’re at school? 
Son: I don’t know. 
Mom: Some of your friends have different color skin, right? 
Son: Mmhmm. 
Mom: Mmkay. So y’all still play together? Even though y’all are 
different? 
Son: Yea. 
Mom: Okay. So why are you saying the horsies… or the zebras can’t do it? 
Son: Because they’re different from us. 
Mom: Well, just because they’re zebras doesn’t mean they can’t be friends. 
Even if they’re different colors. Right? 
 
65 Mom Mom: They look like they’re people from different places. So, that’s like a 
cowboy and that person’s from India. That person’s from Mexico. And that 
person’s from maybe Japan. So they’re saying no matter where you’re 
from, you can all be friends. Right. Even if you look a little different or 
talk a little different, you can all be friends. 
 
 74 Child Mom: What do you notice about those kids?  
Son: They’re all different and they’re getting along.  
Mom: They are all getting along. I think it’s more fun to get along. 
 
74 Mom Mom: What do you notice about those kids?  
Son: They’re all different and they’re getting along.  
Mom: They are all getting along. I think it’s more fun to get along. 
 
82 Mom Daughter: “Would there, would there be different colors be the end Of living 
life as loving friends?”  That’s a good thing. 
Mom: It is a good thing. It’s always more fun to have friends. 
Daughter: Yep. 
Note. Quotation marks denote text from the book. The bolded text represents the coded portion 
of the conversation. 
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Table G-5 
 
Comments Made During the Reading of What If the Zebras Lost Their Stripes? Coded as “Pro-
Intergroup Diversity Without Mentioning People” 
Family 
ID Source Clarity Comment 
3 Child Not 
explained 
Mom: “Or would the Zebras start to fight?” You think they 
would? Or would they be friends? 
Daughter: They would be friends. 
 
3 Child Not 
explained 
Mom: “Would different colors be the end of living life as loving 
friends?” 
Daughter: No. 
Mom: No. Good job. 
 
3 Mom Not 
explained 
Mom: “Would different colors be the end of living life as loving 
friends?” 
Daughter: No. 
Mom: No. Good job. 
 
3 Child Not 
explained 
Mom: “Or would their colors make them start to only see the 
black or white – and not what lives within their hearts?” Or does 
it not matter? 
Daughter: Not matter. 
Mom: It doesn’t matter. 
 
3 Mom Not 
explained 
Mom: “Or would their colors make them start to only see the 
black or white – and not what lives within their hearts?” Or does 
it not matter? 
Daughter: Not matter. 
Mom: It doesn’t matter. 
 
3 Child Not 
explained 
Mom: “Would there be separate Zebra lands?” You think so? 
Daughter: No. 
Mom: No.  
 
3 Mom Not 
explained 
Mom: “Would there be separate Zebra lands?” You think so? 
Daughter: No. 
Mom: No.  
 
3 Child Not 
explained 
Daughter: Why are they looking at them? 
Mom: Yeah, they’re on one side and the others on another side 
but would that really be true? Or would they be living together? 
Daughter: Together. 
Mom: Yeah. 
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3 Mom Not 
explained 
Daughter: Why are they looking at them? 
Mom: Yeah, they’re on one side and the others on another side 
but would that really be true? Or would they be living together? 
Daughter: Together. 
Mom: Yeah. 
 
3 Child Not 
explained 
Mom: “Could black and white friends still hold hands?” 
Daughter: No.  
Mom: Why not? Why? Should they not hold hands?, 
Daughter: Because, um, because they don’t have a hand. 
Mom: Oh because they don’t have a hand. Can they still be 
friends? 
Daughter: Yes.  
Mom: Yes.  
 
3 Mom Not 
explained 
Mom: “Could black and white friends still hold hands?” 
Daughter: No.  
Mom: Why not? Why? Should they not hold hands?, 
Daughter: Because, um, because they don’t have a hand. 
Mom: Oh because they don’t have a hand. Can they still be 
friends? 
Daughter: Yes.  
Mom: Yes. 
 
3 Child Not 
explained 
Mom: Does it matter what colors they are? 
Daughter: Yes. 
Mom: It does? 
Daughter: No. 
Mom: No. 
 
3 Mom Not 
explained 
Mom: Does it matter what colors they are? 
Daughter: Yes. 
Mom: It does? 
Daughter: No. 
Mom: No. 
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3 Child Not 
explained 
Mom: “Would Zebra children still be okay to join together, 
laugh and play?” 
Daughter: Yes.  
Mom: Yeah, there we go, and that’s true! Look they can be 
friends, all of them can be friends, right? That doesn’t matter, 
and now they have their stripes again! 
 
3 Mom Not 
explained 
Mom: “Would Zebra children still be okay to join together, 
laugh and play?” 
Daughter: Yes.  
Mom: Yeah, there we go, and that’s true! Look they can be 
friends, all of them can be friends, right? That doesn’t 
matter, and now they have their stripes again! 
 
4 Child Not 
explained 
Mom: “Would they think that it’s all right?” 
Son: No. 
 
4 Child Not 
explained 
Mom: “Or would the zebras start to fight?” 
Son: No. 
 
4 Child Not 
explained 
Mom: “Would there be separate zebra types if the zebras lost 
their stripes?” 
Son: No. 
 
4 Child Not 
explained 
Mom: “Would different colors be the end,” 
Son: No. 
Mom: “Of living life as loving friends?” 
Son: No. 
 
5 Child Not 
explained 
Mom: “Could black and white friends still hold hands?”  
Son: Yes. 
 
5 Child Not 
explained 
Mom: “Would Zebra children still be okay to join together, 
laugh and play?”  
Son: Yeah.  
Mom: Yeah! 
 
5 Mom Not 
explained 
Mom: “Would Zebra children still be okay to join together, 
laugh and play?”  
Son: Yeah.  
Mom: Yeah! 
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6 Child Not 
explained 
Mom: “Or would the Zebras start to fight?” Do you think they 
would fight with each other? 
Son: Probably not. 
Mom: Probably not? Are you sure? They look ferocious. 
 
6 Child Not 
explained 
Mom: “Could black and white friends still hold hands?” 
Son: I don’t think they have hands.  
Mom: Zebras don’t have hands. That’s a good point. Do you 
think they could still be, no, let’s see. What could they do 
instead to show that they like each other? 
Son: Say nice words? 
Mom: Say nice words. Yeah, do you think the black ones and the 
white ones would say nice words to each other? 
Son: (Nods) 
 
7 Child Not 
explained 
Mom: “Would they think that it’s all right?” 
Son: Yes.  
Mom: Yeah, you think they would. 
 
7 Child Not 
explained 
Mom: “Could black and white friends still hold hands?” 
Son: Mm hmm. 
Mom: Yeah.  
 
7 Mom Not 
explained 
Mom: “Could black and white friends still hold hands?” 
Son: Mm hmm. 
Mom: Yeah. 
 
7 Child Not 
explained 
Mom: “Would zebra children be okay, to join together, laugh 
and play?” 
Son: (Nods his head somewhat) 
Mom: Yeah. 
 
7 Mom Not 
explained 
Mom: “Would zebra children be okay, to join together, laugh 
and play?” 
Son: (Nods his head somewhat) 
Mom: Yeah. 
 
8 Child Not 
explained 
Mom: “Could black and white friends still hold hands?” 
Son: (Kind of nods his head) 
 
 169 
Table G-5 (continued) 
 
Comments Made During the Reading of What If the Zebras Lost Their Stripes? Coded as “Pro-
Intergroup Diversity Without Mentioning People”   
Family 
ID Source Clarity Comment 
8 Child Not 
explained 
Mom: “Would zebra children be okay to join together, laugh and 
play?” What do you think? You think yes? 
Son: (Nods his head, in response to mom looking at him for 
response) 
Mom: The end. 
 
9 Child Not 
explained 
Mom: “Would there be separate zebra lands?” 
Son: (Waves his head, meaning no) 
Mom: No. 
 
9 Mom Not 
explained 
Mom: “Would there be separate zebra lands?” 
Son: (Waves his head, meaning no) 
Mom: No. 
 
9 Child Not 
explained 
Mom: “Could black and white friends still hold hands?” 
Son: Zebras don’t hold hands. 
Mom: They don’t hold hands? Why not? 
Son: Uh, they, they just stay together. 
Mom: They just stay together? 
Son: Mm hmm. 
Mom: Could they hold hooves? 
Son: Yeah. 
Mom: Yeah, you think they could hold hooves.  
Son: I mean no.  
Mom: No! Why not?  
Son: I don’t think, they can’t lift up their paws.   
Mom: Oh, they need it to stand up?   
Son: Mm hmm.  
Mom: Well, could they be friends and stand close to each other 
even if they’re black and white?  
Son: Yes.  
Mom: Yes. Mm.  
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9 Mom Not 
explained 
Mom: “Could black and white friends still hold hands?” 
Son: Zebras don’t hold hands. 
Mom: They don’t hold hands? Why not? 
Son: Uh, they, they just stay together. 
Mom: They just stay together? 
Son: Mm hmm. 
Mom: Could they hold hooves? 
Son: Yeah. 
Mom: Yeah, you think they could hold hooves.  
Son: I mean no.  
Mom: No! Why not?  
Son: I don’t think, they can’t lift up their paws.   
Mom: Oh, they need it to stand up?   
Son: Mm hmm.  
Mom: Well, could they be friends and stand close to each other 
even if they’re black and white?  
Son: Yes.  
Mom: Yes. Mm.  
 
9 Child Not 
explained 
Mom: “Would zebra children be okay to join together, laugh and 
play?” Could they play together?  
Son: Yes. 
Mom: Yeah. The end. 
 
9 Mom Not 
explained 
Mom: “Would zebra children be okay to join together, laugh and 
play?” Could they play together?  
Son: Yes. 
Mom: Yeah. The end. 
 
11 Child Not 
explained 
Son: What’s that? 
Mom: This word? What do you think? 
Son: Uh. Zebras. And what’s that question mark? 
Mom: Well that was the question. I’ll read it again. “Would 
zebras see themselves as zebras?” 
Son: Yes. 
 
11 Mom Explicitly 
explained 
Mom: Even if they were white or black it doesn’t matter. 
Does it?  
Son: Mhm. It doesn’t matter! They don’t have to fight.  
Mom: No, they don’t have to fight. 
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11 Child Not 
explained 
Mom: Even if they were white or black it doesn’t matter. Does 
it?  
Son: Mhm. It doesn’t matter! They don’t have to fight.  
Mom: No, they don’t have to fight. 
 
11 Child Not 
explained 
Mom: “Would different colors be the end of living life as loving 
friends?” 
Son:  No. That’s funny. 
Mom: That’s funny.  
 
11 Mom Not 
explained 
Mom: “Would different colors be the end of living life as loving 
friends?” 
Son:  No. That’s funny. 
Mom: That’s funny.  
 
11 Child Not 
explained 
Mom: “Would zebras see themselves as zebras?” 
Son: Yes.  
 
11 Child Not 
explained 
Mom: “Or would their colors make them start to only see black 
or white - and not what lives within their hearts?” What do you 
think? 
Son: Part one. 
Mom: What do you mean part one? 
Son: The heart answer. 
Mom: Oh okay. It’s what lives in their heart that makes a 
difference. Is that what you mean? 
Son: Yeah. 
Mom: Yeah. They’re really still zebras. 
 
11 Mom Explicitly 
explained 
Mom: “Or would their colors make them start to only see black 
or white - and not what lives within their hearts?” What do you 
think? 
Son: Part one. 
Mom: What do you mean part one? 
Son: The heart answer. 
Mom: Oh okay. It’s what lives in their heart that makes a 
difference. Is that what you mean? 
Son: Yeah. 
Mom: Yeah. They’re really still zebras. 
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11 Child Not 
explained 
Son: Look at all these. 
Mom: Yeah let’s read what this says. “Would there be separate 
zebra lands?” 
Son: No. 
Mom: In the picture it shows different lands, doesn’t it? What 
land is this? 
Son: I don’t know.  
Mom: Zebras that are black. 
Son: Black. 
Mom: Versus over here this land has… 
Son: Zebras that are white.  
Mom: Hm. I wonder. Do you think that’s what would happen? 
Son: No. 
Mom: No?  
 
11 Child Not 
explained 
Mom: “Could black and white friends still hold hands?”  
Son: Yes. 
 
11 Child Not 
explained 
Mom: “Would zebra children be okay to join together, to laugh 
and play?” 
Son: Yes. 
Mom: Of course. Wouldn’t they? 
 
11 Mom Not 
explained 
Mom: “Would zebra children be okay to join together, to laugh 
and play?” 
Son: Yes. 
Mom: Of course. Wouldn’t they? 
 
12 Mom Explicitly 
explained 
Mom: “Would zebras see themselves as zebras or would their 
colors make them start to only see the black or white - and not 
what lives within their hearts?”  
Daughter: No that one looks purple and that one looks purple 
too!  
Mom: But see they’re only seeing themselves… but that one’s 
black and that’s one’s white but really they were the same 
thing. Remember?  
Daughter: Yeah but look it’s a heart. 
Mom: Yeah, but if they had their stripes back they would 
both be zebras. Right? So they’re really not different. Huh? 
Daughter: They look like horses there. 
Mom: Yeah because they don’t have their stripes.  
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12 Child Not 
explained 
Mom: “Could black and white friends still hold hands?” 
Daughter: Yes.  
Mom: Yeah they could still be friends, huh. Because they’re both 
horses, right?  
 
12 Mom Explicitly 
explained 
Mom: “Could black and white friends still hold hands?” 
Daughter: Yes.  
Mom: Yeah they could still be friends, huh. Because they’re 
both horses, right?  
 
13 Child Not 
explained 
Mom: “Could black and white friends still hold hands?” Do you 
think so? 
Son: Yes. 
Mom:  Me too. 
 
13 Mom Not 
explained 
Mom: “Could black and white friends still hold hands?” Do you 
think so? 
Son: Yes. 
Mom: Me too. 
 
13 Child Not 
explained 
Mom: “Would Zebra children be okay to join together, laugh and 
play?” 
Son: Yes. 
Mom: I think so too. Wouldn’t they? 
Son: And the candy cane would be scared they would just be… 
you got it in the wrappers. 
Mom: You think maybe there’d be some candy cane zebras? 
Like red and white instead of black and white? 
 
13 Mom Not 
explained 
Mom: “Would Zebra children be okay to join together, laugh and 
play?” 
Son: Yes. 
Mom: I think so too. Wouldn’t they? 
Son: And the candy cane would be scared they would just be… 
you got it in the wrappers. 
Mom: You think maybe there’d be some candy cane zebras? 
Like red and white instead of black and white? 
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16 Mom Not 
explained 
Mom: “Would they think that it’s all right? Or would the Zebras 
start to fight?” 
Daughter: The zebras start to fight. 
Mom: Would they be okay or would they start to fight? 
Daughter: Start to fight. 
Mom: Really? I think they might be okay. 
 
16 Mom Not 
explained 
Mom: “Would different colors be the end of living life as loving 
friends?” No. 
 
16 Child Not 
explained 
Mom:  “Would Zebras see themselves as Zebras?” Would they 
still be zebras if they lost their stripes? 
Daughter: (Nods yes) 
Mom: Yea. 
 
16 Mom Not 
explained 
Mom: “Would different colors be the end of living life as loving 
friends?” No. “Would Zebras see themselves as Zebras?” Would 
they still be zebras if they lost their stripes? 
Daughter: (Nods yes) 
Mom: Yea. 
 
17 Mom Explicitly 
explained 
Son: How did the stripes come off? 
Mom: Well, that was in the beginning of the book. It was just 
what if they lost their stripes. Some lost black stripes and they 
became white and some lost white stripes and they became 
black, but see in the end, they can still be friends because 
they’re still zebras. 
 
19 Child Not 
explained 
Mom: “Or would the Zebras start to fight?” What do you think? 
Son: All right. 
Mom: All right? 
Son: It would be all right. 
Mom: It would be all right. 
 
19 Mom Not 
explained 
Mom: “Or would the Zebras start to fight?” What do you think? 
Son: All right. 
Mom: All right? 
Son: It would be all right. 
Mom: It would be all right. 
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19 Child Not 
explained 
Mom: What do you think? Would they still love each other if 
they were black, some were white and some were black? 
Son: (Nods yes) 
Mom: Yea? 
 
19 Child Not 
explained 
Mom: “Would there be separate Zebra lands?” 
Son: No.  
Mom: No. 
 
19 Mom Not 
explained 
Mom: “Would there be separate Zebra lands?” 
Son: No.  
Mom: No. 
 
19 Child Not 
explained 
Mom: “Would Zebra children still be okay to join together, 
laugh and play?” 
Son: Yes. 
Mom: Yea. 
 
19 Mom Not 
explained 
Mom: “Would Zebra children still be okay to join together, 
laugh and play?” 
Son: Yes. 
Mom: Yea. 
 
20 Child Not 
explained 
Mom: “Or would the Zebras start to fight?” 
Son: No. 
 
20 Child Not 
explained 
Mom: “Would there be separate Zebra ‘types,’” 
Child: No.  
Mom: “If the Zebras lost their stripes?”  
Child: No.  
 
20 Child Not 
explained 
Mom: “Would Zebras see themselves as Zebras?” 
Son: Yes. 
 
20 Child Not 
explained 
Mom: “Would Zebra children still be okay,” 
Son: Yes. 
Mom: “To join together, laugh and play?” 
Son: Yes.  
Mom: The end. 
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22 Child Not 
explained 
Mom: Do you think they’d still be friends? 
Son: (Nods head) 
Mom: Me too. Me too. 
 
22 Mom Not 
explained 
Mom: Do you think they’d still be friends? 
Son: (Nods head) 
Mom: Me too. Me too. 
 
23 Mom Explicitly 
explained 
Mom: “Would there be separate Zebra ‘types’ if the Zebras lost 
their stripes?” They don’t look the same. Would there be two 
different kinds of zebras? Black zebras and white zebras? 
Would it be like dogs? Like dachshunds. There are different 
colors of dachshunds, but they’re all dachshunds. 
 
23 Child Not 
explained 
Mom: “Could black and white friends still hold hands?” 
Daughter: Yes. 
 
23 Child Not 
explained 
Mom: “Would Zebra children still be okay to join together, 
laugh and play?” 
Daughter: Yes. 
Mom: What book does that remind you of? We have a book 
where some have a certain kind of tummy and others have 
another kind of tummy. Remember that book? Sneeches. With 
the stars. 
 
24 Mom Not 
explained 
Mom: “Could black and white friends still hold hands?” 
Son: (Laughs) 
Mom: You think so? No, you don’t think so? 
Son: Do you?  
Mom: I don’t know. I think it’s asking the question. I think they 
could, yes. I think they just have to choose to.  
 
25 Child Not 
explained 
Mom: “Would there be separate Zebra “types” If the Zebras lost 
their stripes?” Aren’t they all zebras?  
Daughter: (Nods)  
 
25 Child Not 
explained 
Mom: “Would different colors be the end of living life as loving 
friends?” 
Daughter: No. 
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25 Child Not 
explained 
Mom: “Would there be separate Zebra lands?” 
Daughter: No.  
 
25 Child Not 
explained 
Mom: “Could black and white friends still hold hands?” 
Daughter: Yes.  
 
25 Child Not 
explained 
Mom: “Would Zebra children still be okay to join together, 
laugh and play?” 
Daughter: Uh huh. 
 
26 Child Not 
explained 
Mom: “Would Zebra children still be okay to join together, 
laugh and play?” 
Son: Yeah. 
 
27 Child Not 
explained 
Mom: “Would Zebra children still be okay to join together, 
laugh and play?” 
Son: Yeah. 
Mom: Yeah? They would? 
 
27 Child Not 
explained 
Mom: Would they all get along, do you think? 
Son: Yeah.  
Mom: Even though they don’t have their stripes any more they 
can still be friends? 
Son: Yeah. How did they, why did they lose their stripes? 
 
27 Child Not 
explained 
Mom: So the whole book is wondering if they’d all get along 
still even if they were different colors. Do you think it’d be good 
if they all got along even if they were different colors? 
Son: Yeah. 
Mom: Yeah. It doesn’t really matter what color we are, does it?  
 
28 Child Not 
explained 
Mom: “Would different colors be the end of living life as loving 
friends?” 
D: Nah. 
Mom: They wouldn’t? Would they still be friends? 
D: Yea.  
Mom: ‘Cause they all started out as what? 
D: Striped. 
Mom: Zebras. Were they all zebras? 
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28 Mom Explicitly 
explained 
Mom: “Would different colors be the end of living life as loving 
friends?” 
D: Nah. 
Mom: They wouldn’t? Would they still be friends? 
D: Yea.  
Mom: ‘Cause they all started out as what? 
D: Striped. 
Mom: Zebras. Were they all zebras? 
 
28 Child Not 
explained 
Mom: “Would Zebras see themselves as Zebras?”  
Daughter: Yes. 
 
28 Child Not 
explained 
Mom: “Would there be separate Zebra lands?” There are in that 
picture but do you think there should be? 
D: No. 
 
29 Child Not 
explained 
Mom: “Could black and white friends still hold hands?”  
Daughter: Yeah, they can still hold hands. 
Mom: Yeah. 
 
29 Mom Not 
explained 
Mom: “Could black and white friends still hold hands?”  
Daughter: Yeah, they can still hold hands. 
Mom: Yeah. 
 
29 Child Not 
explained 
Mom: “Would Zebra children still be okay,” 
Daughter: Yep, they’ll be okay.  
Mom: “To join together, laugh and play?” 
Daughter: Mmhmm. Right? 
Mom: Right. I think they’ll be fine. Don’t you? 
Daughter: Mmhmm. 
 
29 Mom Not 
explained 
Mom: “Would Zebra children still be okay,” 
Daughter: Yep, they’ll be okay.  
Mom: “To join together, laugh and play?” 
Daughter: Mmhmm. Right? 
Mom: Right. I think they’ll be fine. Don’t you? 
Daughter: Mmhmm. 
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31 Mom Explicitly 
explained 
Mom: “Or would their colors make them start to only see the 
black or white – And not what lives within their hearts?” Oh, 
that’d be sad, huh? 
Daughter: Uh.  
Mom: Cause they’re still zebras, huh? They’re all still zebras.   
 
32 Mom Not 
explained 
Mom: “Would different colors be the end of living life as loving 
friends?” What do you think? No? 
 
35 Child Not 
explained 
Mom: “Would there be separate Zebra ‘types’ if the Zebras lost 
their stripes?” Would we have different like white zebras and 
black zebras? 
Daughter: Nooo. 
Mom: A zebra’s a zebra. Huh? 
 
35 Mom Explicitly 
explained 
Mom: “Would there be separate Zebra ‘types’ if the Zebras lost 
their stripes?” Would we have different like white zebras and 
black zebras? 
Daughter: Nooo. 
Mom: A zebra’s a zebra. Huh? 
 
35 Child Not 
explained 
Mom: “Would different colors be the end of living life as loving 
friends?” 
Daughter: No. 
Mom: No. 
 
35 Child Not 
explained 
Mom: “Would different colors be the end of living life as loving 
friends?” 
Daughter: No. 
Mom: No. 
 
35 Child Not 
explained 
Mom: “Would there be separate Zebra lands?” 
Daughter: No. 
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35 Child Not 
explained 
Mom: Could black and white friends still hold hands? Like 
they’re holding tails.  
Daughter: Yeah. 
Mom: Yeah. They can still be friends? 
Daughter: Yeah. Cause it’s just like they like each other and 
want to get married.  
Mom: You think they want to get married? 
Daughter: Yeah. They want to get married.  
 
35 Mom Not 
explained 
Mom: Could black and white friends still hold hands? Like 
they’re holding tails.  
Daughter: Yeah. 
Mom: Yeah. They can still be friends? 
Daughter: Yeah. Cause it’s just like they like each other and 
want to get married.  
Mom: You think they want to get married? 
Daughter: Yeah. They want to get married.  
 
35 Child Not 
explained 
Mom: “Would Zebra children still be okay to join together, 
laugh and play?” 
Daughter: Yes! 
Mom: Yes. Alright. And that’s it. 
 
35 Mom Not 
explained 
Mom: “Would Zebra children still be okay to join together, 
laugh and play?” 
Daughter: Yes! 
Mom: Yes. Alright. And that’s it. 
 
38 Child Not 
explained 
Mom: Do you think they’d still play together? 
Daughter: Uh huh. 
 
38 Child Not 
explained 
Mom: “Would they be the same animals even if some of them 
lost their stripes?” 
Daughter: Uh huh. 
 
38 Child Not 
explained 
Mom: “Would there be separate Zebra lands?” 
Daughter: No. 
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38 Child Not 
explained 
Mom: “Would Zebra children still be okay,” 
Daughter: Yes.  
Mom: “To join together, laugh and play?” 
Daughter: Yes. 
 
39 Child Not 
explained 
Mom: Could black and white friends still hold hands? What do 
you think? 
Son: Yeah. 
 
40 Child Not 
explained 
Mom: That was a cool story. So what do you think? Is it okay, if 
you lost your stripes, for the white zebras and the black zebras to 
be together?  
Son: Uh huh.   
Mom: Yeah. It doesn’t matter if you have stripes or not or what 
color you are. Everyone can be friends with everyone. 
 
41 Child Not 
explained 
Mom: You think those white zebras and black zebras are 
friends?  
Son: Yes. 
Mom: I think so too. It doesn’t matter what color you are. 
  
41 Mom Explicitly 
explained 
Mom: You think those white zebras and black zebras are 
friends?  
Son: Yes. 
Mom: I think so too. It doesn’t matter what color you are. 
 
41 Mom Not 
explained 
Mom: See they’re different colors. Can they be friends if they’re 
different colors?  
Son: No. 
Mom: No?  
Son: Why?  
Mom: Yeah I think they can be friends. Don’t you think so?  
Child: Yes. 
 
41 Child Not 
explained 
Mom: See they’re different colors. Can they be friends if they’re 
different colors?  
Son: No. 
Mom: No?  
Son: Why?  
Mom: Yeah I think they can be friends. Don’t you think so?  
Child: Yes. 
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41 Child Not 
explained 
Mom: Can they be friends?  
Son: Yes. 
Mom: They can but they don’t know.  
 
41 Mom Not 
explained 
Mom: Can they be friends?  
Son: Yes  
Mom: They can but they don’t know. 
41 Child Not 
explained 
Mom: “Would there be separate Zebra lands?” 
Son: No. 
 
41 Child Not 
explained 
Mom: “Could black and white friends still hold hands?”  
Son: Yes. 
Mom: I think so.  
 
41 Mom Not 
explained 
Mom: “Could black and white friends still hold hands?” 
Son: Yes. 
Mom: I think so.  
 
41 Child Not 
explained 
Mom: “Would Zebra children still be okay to join together, 
laugh and play?”  
Son: Yes. 
41 Child Not 
explained 
Mom: Can the white zebra baby play with the black zebra baby?  
Son: Yeah. 
Mom: I think so. The end. 
 
41 Mom Not 
explained 
Mom: Can the white zebra baby play with the black zebra baby?  
Son: Yeah. 
Mom: I think so. The end. 
42 Child Not 
explained 
Mom: “Would Zebra children still be okay to join together, 
laugh and play?” 
Son:  Yeah! 
Mom: Yeah! 
42 Mom Not 
explained 
Mom: “Would Zebra children still be okay to join together, 
laugh and play?” 
Son:  Yeah! 
Mom: Yeah! 
43 Child Not 
explained 
Mom: What’s more important? Is it most important what they 
look like on their fur? 
Son: No. 
Mom: Their hair? 
Son: No. 
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44 Mom Explicitly 
explained 
Mom: The end. So what do you think? What would happen if 
zebras lost their stripes? 
Daughter: They would grow up. 
Mom: They would grow up? And then what? 
Daughter: And then they would put them back on. 
Mom: They’d put their stripes back on? But if they were 
different, could they still be friends? 
Daughter: Yea. 
Mom: Yea. It would be okay? 
Daughter: Mmhmm. 
Mom: They wouldn’t be enemies? They could still be friends? 
Daughter: Yea. 
Mom: Alright. The end. 
 
44 Child Not 
explained 
Mom: The end. So what do you think? What would happen if 
zebras lost their stripes? 
Daughter: They would grow up. 
Mom: They would grow up? And then what? 
Daughter: And then they would put them back on. 
Mom: They’d put their stripes back on? But if they were 
different, could they still be friends? 
Daughter: Yea. 
Mom: Yea? It would be okay? 
Daughter: Mmhmm. 
Mom: They wouldn’t be enemies? They could still be friends? 
Daughter: Yea. 
Mom: Alright. The end. 
 
45 Mom Explicitly 
explained 
Mom: “To only see the black or white – And not what lives 
within their hearts?” Oh, that would be sad.  
Son: What would? 
Mom: Well, they were all friends when they all had stripes, 
right? And now, now that one of them is black and one of 
them is white, they’re not friends anymore. But they’re the 
same, right? They just lost their stripes. They just look 
different. 
 
50 Child Not 
explained 
Mom: “Would different colors be the end of living life as loving 
friends?” 
Son: No. 
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50 Child Not 
explained 
Mom: “Would zebras see themselves as zebras?” 
Son: Yes. 
 
50 Child Not 
explained 
Mom: “Would zebra children be okay to join together, laugh and 
play?” 
Son: Yes. 
 
51 Mom Not 
explained 
Mom: “Would different colors be the end of living life as loving 
friends?” That would be sad.  
 
51 Child Not 
explained 
Mom: “Would zebra children be okay to join together and laugh 
and play?” 
Son: Yeah. 
Mom: Yeah. I think so too. 
 
51 Mom Not 
explained 
Mom: “Would zebra children be okay to join together and laugh 
and play?” 
Son: Yeah. 
Mom: Yeah. I think so too. 
 
57 Child Not 
explained 
Mom: “Would there be separate Zebra ‘types’ if the Zebras lost 
their stripes?” Do you still think they’re zebras?  
Son: (Nods head yes) 
Mom: You do? Ok. I think so, too. 
57 Mom Not 
explained 
Mom: “Would there be separate Zebra ‘types’ if the Zebras lost 
their stripes?” Do you still think they’re zebras?  
Son: (Shakes head yes) 
Mom: You do? Ok. I think so, too. 
57 Mom Not 
explained 
Mom: “Could black and white friends still hold hands?” Yeah. 
57 Child Not 
explained 
Mom: “Would Zebra children still be okay to join together, 
laugh and play?” 
Son: Mmhm.  
Mom:  Yeah, they could. The end. 
57 Mom Not 
explained 
Mom: “Would Zebra children still be okay to join together, 
laugh and play?” 
Son: Mmhm.  
Mom: Yeah, they could. The end. 
58 Child Not 
explained 
Mom: “Could black and white friends still hold hands?” 
Daughter: Uh huh.  
Mom: Yeah. Look. There are white and blacks. Browns. 
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58 Mom Not 
explained 
Mom: “Could black and white friends still hold hands?” 
Daughter: Uh huh.  
Mom: Yeah. Look. There are white and blacks. Browns.  
They’re all friends. 
 
58 Mom Not 
explained 
Mom: “Would zebra children be okay, to join together, laugh 
and play?” I hope so.  
 
59 Child Not 
explained 
Mom: “Could black and white friends still hold hands?” 
Son: Yeah. 
 
59 Child Not 
explained 
Mom: “Would Zebra children still be okay to join together, 
laugh and play?” 
Son: Yeah. 
60 Child Not 
explained 
Mom: “Would different colors be the end of living life as loving 
friends?” 
Son: (Shakes his head no) 
Mom: No. 
 
60 Mom Not 
explained 
Mom: “Would different colors be the end of living life as loving 
friends?” 
Son: (Shakes his head no) 
Mom: No. 
 
60 Child Not 
explained 
Mom: “Could black and white friends still hold hands?” 
Son:  (Nods his head yes) 
 
60 Mom Explicitly 
explained 
Mom: See, even though these are zebras without their black 
stripes and these are zebras without their white stripes, 
they’re still just zebras within their hearts, right?  
Son: That one’s stuck in the rain tree. Can you make all the 
pictures a surprise? 
 
60 Mom Explicitly 
explained 
Mom: You want to know what I think that book is trying to teach 
us?  
Son: What?  
Mom: Just because things look different doesn’t mean that 
they are different. Or that we should treat them any 
differently, right? 
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62 Child Not 
explained 
Mom: Do you think they just have to play, the white zebras play 
with the white zebras, and black zebras play with black zebras?  
Son: I think so. 
Mom: You think so? Well do you think that just because they 
lost their stripes, do you think they are any different? You think 
that the white zebras and the black zebras are different in any 
way except what color they became? So in the inside they really 
are the same right? So if they are the same for except which 
color they are, do you think that they should have to be in 
separate groups? You think it would be okay for the white zebras 
and the black zebras to play together? 
Son: Okay. 
 
62 Mom Explicitly 
explained 
Mom: Do you think they just have to play, the white zebras play 
with the white zebras, and black zebras play with black zebras?  
Son: I think so. 
Mom: You think so? Well do you think that just because they 
lost their stripes, do you think they are any different? You think 
that the white zebras and the black zebras are different in any 
way except what color they became? So in the inside they 
really are the same, right? So if they are the same for except 
which color they are, do you think that they should have to be in 
separate groups? You think it would be okay for the white zebras 
and the black zebras to play together? 
Son: Okay. 
Mom: You think they’d be okay? Yah. I don’t think…see back 
here they’re talking about how they’re maybe…they’re saying 
well maybe if they lost their stripes and looked different, it could 
be okay OR maybe they would fight. Maybe they’d even stay 
away from each other and live in different places. They could 
do that, or you think maybe they can just stay friends? 
Because they were friends before they lost their stripes, 
right? All the zebras were the same. So you think it would be 
okay to join together and laugh and play? Yah, because the 
only thing that changed was what color they were. 
Otherwise, they are all still zebras.  
 
63 Mom Explicitly 
explained 
Mom: Well, just because they’re zebras doesn’t mean they 
can’t be friends. Even if they’re different colors. Right? 
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64 Mom Explicitly 
explained 
Mom: “Would there be separate Zebra lands?”  
Daughter: It looks like it’s brown.  
Mom: See now the white zebras don’t want to live with the 
black zebras and the black zebras don’t want to live with the 
white zebras. That’s not cool, huh?  
Daughter: Nuh-uh. Hippos can bite because they have teeth. But 
if you pet them slow they don’t bite. 
 
64 Child Not 
explained 
Mom: “Would there be separate Zebra lands?”  
Daughter: It looks like it’s brown.  
Mom: See now the white zebras don’t want to live with the black 
zebras and the black zebras don’t want to live with the white 
zebras. That’s not cool, huh?  
Daughter: Nuh-uh. Hippos can bite because they have teeth. But 
if you pet them slow they don’t bite. 
 
65 Child Not 
explained 
Mom: “Would there be separate Zebra ‘types’ if the Zebras lost 
their stripes?” 
Son: No. 
Mom: So there’s black zebras and white zebras. That’s silly. 
They’re all zebras. 
 
65 Mom Explicitly 
explained 
Mom: “Would there be separate Zebra ‘types’ if the Zebras lost 
their stripes?” 
Son: No. 
Mom: So there’s black zebras and white zebras. That’s silly. 
They’re all zebras. 
 
65 Child Not 
explained 
Mom: “Would different colors be the end of living life as loving 
friends?”  
Son: No.  
Mom: No. That would be sad. 
 
65 Mom Not 
explained 
Mom: “Would different colors be the end of living life as loving 
friends?”  
Son: No.  
Mom: No. That would be sad. 
 
65 Mom Not 
explained 
Mom: “Would there be separate Zebra lands?” No. That’s silly.   
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65 Child Not 
explained 
Mom: Could black and white friends still hold hands?  
Son: Yes. 
Mom: Yes. They could still hold hands.  
 
65 Mom Not 
explained 
Mom: Could black and white friends still hold hands?  
Son: Yes. 
Mom: Yes. They could still hold hands.  
 
65 Child Not 
explained 
 
Mom: “Would Zebra children still be okay to join together, 
laugh and play?” 
Son: Yes. 
Mom: Yeah. 
 
65 Mom Not 
explained 
Mom: “Would Zebra children still be okay to join together, 
laugh and play?” 
Son: Yes. 
Mom: Yeah. 
 
67 Child Not 
explained 
Mom: What do you think about that? Do you think just because 
they’re different colors they wouldn’t like each other any more? 
Son: No. 
Mom: I don’t think so either. 
 
67 Mom Not 
explained 
Mom: What do you think about that? Do you think just because 
they’re different colors they wouldn’t like each other any more? 
Son: No. 
Mom: I don’t think so either. 
 
67 Child Not 
explained 
Mom: So, look, what do you think? Do you think if all the zebras 
lost their stripes they wouldn’t be friends any more?  
Son: No.   
Mom: You think they would be friends? Yeah, I think so too. I 
think you’re right about them being more scared about what’s 
going to eat them in the water than what color they are. 
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67 Mom Explicitly 
explained 
Mom: So, look, what do you think? Do you think if all the zebras 
lost their stripes they wouldn’t be friends any more?  
Son: No.   
Mom: You think they would be friends? Yeah, I think so too. 
I think you’re right about them being more scared about 
what’s going to eat them in the water than what color they 
are. 
 
68 Mom Not 
explained 
Mom: They are still or are they different now? 
Daughter: Different. 
Mom: But they are still zebras, right? 
 
73 Mom Not 
explained 
Mom: “Would different colors be the end Of living life as loving 
friends?” That’d be sad if they didn’t get along. 
 
73 Mom Not 
explained 
Mom: “To only see the black or white – And not what lives 
within their lives, sorry, their hearts?” That’s silly, isn’t it? 
 
73 Mom Not 
explained 
Mom: “Would there be separate Zebra lands? Some for this color 
zebras and some for this color zebras?” Why would they do that? 
That’d be sad. 
 
73 Child Not 
explained 
Mom: “Would Zebra children still be okay to join together, laugh 
and play?” What do you think? Would they still be friends if 
they lost their stripes?  
Son: Uh huh.  
Mom: I think so too. 
 
73 Mom Not 
explained 
Mom: “Would Zebra children still be okay to join together, laugh 
and play?” What do you think? Would they still be friends if 
they lost their stripes?  
Son: Uh huh.  
Mom: I think so too. 
 
74 Mom Not 
explained 
Mom: They don’t seem to like each other. But aren’t they the 
same, really?  
Son: Yeah.   
 
74 Child Not 
explained 
Mom: They don’t seem to like each other. But aren’t they the 
same, really?  
Son: Yeah.   
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74 Child Not 
explained 
Mom: Who lives on this side? 
Son: The whites. 
Mom: Who lives on this side?  
Son: The black. 
Mom: Does that make sense?  
Son: Yeah. 
Mom: Are they different? 
Son: They can live together.  
 
74 Child Not 
explained 
Mom: “Could black and white friends still hold hands?” 
Son: Uh huh.  
 
74 Mom Not 
explained 
Mom: “Would Zebra children still be okay to join together, laugh 
and play?”  
Son: Yes. 
Mom: Yeah? I would say so, huh. 
 
77 Mom Not 
explained 
Mom: “Would different colors be the end of living life as loving 
friends?” Oh, that’d be sad.  
  
78 Mom Not 
explained 
Mom: “Could black and white friends still hold hands?” They 
could love each other. Couldn’t they? 
 
78 Mom Not 
explained 
 Mom: “Would Zebra children still be okay to join together, 
laugh and play?” To play together? And be friends?  
Son: Forever.   
Mom: Friends forever. 
 
79 Child Not 
explained 
Mom: What do you think would happen? 
Daughter: They’d live in different lands. 
Mom: You think so? You think the white zebras would all go 
live somewhere and the black zebras would all go live 
somewhere?  
Daughter: No. 
Mom: No? Do you think they all could live together? 
 
79 Child Not 
explained 
Mom: “Would Zebra children still be okay to join together, laugh 
and play?” 
Daughter: Yeah, they could be. 
Mom: Could be. 
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79 Mom Not 
explained 
Mom: “Would Zebra children still be okay to join together, laugh 
and play?” 
Daughter: Yeah, they could be. 
Mom: Could be. 
 
82 Mom Explicitly 
explained 
Mom: I don’t know. They lost their stripes. But, you know, even 
though they lost their stripes, they’re still the same on the 
inside. They’re still zebras. They should be able to be friends, 
don’t you think. Do you want to read? 
 
84 Child Not 
explained 
Mom: “Would they think that it’s all right?” 
Son: Yah, it’s all right. 
 
84 Child Not 
explained 
Mom: “Could black and white friends still hold hands?” 
Son: Yah. 
 
84 Child Not 
explained 
Mom: “Would Zebra children still be okay to join together, laugh 
and play?” 
Son: Yah. 
Mom: Yah. 
 
84 Mom Not 
explained 
Mom: “Would Zebra children still be okay to join together, laugh 
and play?” 
Son: Yah. 
Mom: Yah. 
 
85 Child Not 
explained 
Mom: Would Zebra children still be okay To join together, laugh 
and play?   
Daughter: I don’t know. 
 Mom: Would it be good if they did?  
Daughter: Yah. 
Mom: Yah. 
 
85 Mom Not 
explained 
Mom: Would Zebra children still be okay To join together, laugh 
and play?   
Daughter: I don’t know. 
 Mom: Would it be good if they did?  
Daughter: Yah. 
Mom: Yah. 
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87 Child Not 
explained 
Mom: You think they’d be able to play together? 
Daughter: Yes! 
Mom: Yes, I think so too. They’re cute. The end.  
Daughter: They, they supposed make, they, their own way, 
they might make their own friend, like us!  
Mom: Maybe so, alright. I think we’re done, we read both books. 
Alright. Did you like those books? 
 
87 Mom Not 
explained 
Mom: You think they’d be able to play together? 
Daughter: Yes! 
Mom: Yes, I think so too. They’re cute. The end.  
Daughter: They, they supposed make, they, their own way, they 
might make their own friend, like us!  
Mom: Maybe so, alright. I think we’re done, we read both books. 
Alright. Did you like those books? 
 
89 Mom Not 
explained 
Mom: “Or would the zebras start to fight?” 
Daughter: Why? 
Mom: I don’t know, why would they start to fight? That 
would be silly. 
 
89 Child Not 
explained 
Mom: Could black and white friends still hold hands?” (Mom 
looks at daughter for an answer) 
Daughter: Yes. 
Mom: Yes. 
 
89 Mom Not 
explained 
Mom: “Could black and white friends still hold hands?” (Mom 
looks at daughter for an answer) 
Daughter: Yes. 
Mom: Yes. 
 
89 Child Not 
explained 
Mom: “Would zebra children be okay, to join together, laugh 
and play?” 
Daughter: Yes! 
Mom: Yes. The end. I think so too. 
 
89 Mom Not 
explained 
Mom: “Would zebra children be okay, to join together, laugh 
and play?”  
Daughter: Yes! 
Mom: Yes. The end. I think so too. 
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90 Child Not 
explained 
Mom: “Would there be separate Zebra ‘types’ if the Zebras lost 
their stripes?” 
Daughter: Noooo! 
Mom: Noo?  
Daughter: What did it say? 
Mom: “Would there be separate Zebra ‘types’ if the Zebras lost 
their stripes?” 
Daughter: Nooo!!! 
Mom: They’re all still zebras?  
Daughter: Yeah! 
Mom: Okay! 
 
90 Mom Explicitly 
explained 
Mom: “Would there be separate Zebra ‘types’ if the Zebras lost 
their stripes?” 
Daughter: Noooo! 
Mom: Noo?  
Daughter: What did it say? 
Mom: “Would there be separate Zebra ‘types’ if the Zebras lost 
their stripes?” 
Daughter: Nooo!!! 
Mom: They’re all still zebras?  
Daughter: Yeah! 
Mom: Okay! 
 
90 Child Not 
explained 
Mom: “Would Zebra children still be okay to join together, laugh 
and play?” 
Daughter: YEAHH! 
Mom: Okay. 
 
91 Child Not 
explained 
Mom: “To only see the black or white – And not what lives 
within their hearts?” What do you think? 
Daughter: No. 
Mom: No? 
Daughter: No. 
Mom: Would it be bad?  
Daughter: Actually, that would be okay. 
Mom: It would be okay? Hm. Should we read on? 
 
91 Child Not 
explained 
Mom: “Would there be separate Zebra lands?” 
Daughter: No. 
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91 Child Not 
explained 
Mom: “Could black and white friends still hold hands?” 
Daughter: No. 
Mom: No. No?  
Daughter: They can’t hold hands because they have no hands. 
Mom: Oh because they have no hands. Okay. 
Daughter: They only have… they only have feet. 
Mom: Hooves. Could they hold hooves? 
Daughter: Yeah.  
 
91 Child Not 
explained 
Mom: “Would Zebra children still be okay To join together, 
laugh and play?” 
Daughter: Yes. 
Mom: Yes.  
 
91 Mom Not 
explained 
Mom: “Would Zebra children still be okay To join together, 
laugh and play?” 
Daughter: Yes. 
Mom: Yes.  
 
91 Child Not 
explained 
Mom: Well there it is. What do you think? So would it be okay if 
they had stripes and or didn’t have stripes? 
Daughter: Yeah. 
Mom: Yeah. 
Daughter: It wouldn’t matter. 
Mom: It wouldn’t matter. Pretty neat huh? 
Daughter: Now could we do the other one? 
 
91 Mom Not 
explained 
Mom: Well there it is. What do you think? So would it be okay if 
they had stripes and or didn’t have stripes? 
Daughter: Yeah. 
Mom: Yeah. 
Daughter: It wouldn’t matter. 
Mom: It wouldn’t matter. Pretty neat huh? 
Daughter: Now could we do the other one? 
 
92 Child Not 
explained 
Mom: “Could black and white friends still hold hands?” 
Daughter: Uh huh.  
Mom: You think they could? I think so too, yeah. See they’re 
even starting to look at each other saying maybe, well, maybe we 
can be friends.  Just because you’re different doesn’t mean you 
can’t be friends. 
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92 Mom Explicitly 
explained 
Mom: “Could black and white friends still hold hands?” 
Daughter: Uh huh.  
Mom: You think they could? I think so too, yeah. See they’re 
even starting to look at each other saying maybe, well, maybe 
we can be friends.  Just because you’re different doesn’t 
mean you can’t be friends. 
 
93 Mom Explicitly 
explained 
Mom: See? Look at that.  They’re saying, oh, you’re not like me. 
I don’t want to get along with you, aren’t they? Oh, but the 
zebras are just the same, aren’t they? They’re just the same.  
 
93 Mom Explicitly 
explained  
Mom: Just because you’re different doesn’t mean you can’t 
be friends. 
 
95 Child Not 
explained 
Mom: “Could black and white friends still hold hands?” Can 
they? 
Daughter: Yeah. 
 
95 Mom Not 
explained 
Mom: “Would Zebra children still be okay to join together, laugh 
and play?” They look happy, don’t they? 
 
97 Child Not 
explained 
Mom: “Do you think they’d start a fight if they lost their 
stripes?” 
Daughter: No. 
Mom: No. I don’t either. 
 
97 Mom Not 
explained 
Mom: “Do you think they’d start a fight if they lost their 
stripes?” 
Daughter: No. 
Mom: No. I don’t either. 
 
97 Child Not 
explained 
Mom: Would there be separate Zebra lands?   
Daughter: No.   
Mom: No, you don’t think so? 
 
97 Mom Not 
explained 
Mom: “Could black and white friends still hold hands?” I think 
so. How about you?  
Daughter: Yeah.  
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97 Child Not 
explained 
Mom: “Could black and white friends still hold hands?” I think 
so. How about you?  
Daughter: Yeah.  
 
97 Child Not 
explained 
Mom: “Would Zebra children still be okay to join together, laugh 
and play?” 
Daughter: Yeah.  
Mom: I think so too. 
 
97 Mom Not 
explained 
Mom: “Would Zebra children still be okay to join together, laugh 
and play?” 
Daughter: Yeah.  
Mom: I think so too. 
 
103 Child Not 
explained 
Mom: Or would the zebras start to fight?” Would the black 
zebras fight with the white zebras? 
Daughter: No.  
Mom: No. I don’t think so. 
 
103 Mom Not 
explained 
Mom: Or would the zebras start to fight?” Would the black 
zebras fight with the white zebras? 
Daughter: No.  
Mom: No. I don’t think so. 
 
103 Child Not 
explained 
Mom: “Could black and white friends still hold hands?” 
Daughter: Yeah. 
Mom: I think so.  
 
103 Mom Not 
explained 
Mom: “Could black and white friends still hold hands?” 
Daughter: Yeah. 
Mom: I think so.  
 
103 Child Not 
explained 
Mom: “Would zebra children be okay to join together, laugh and 
play?” 
Daughter: Yep. 
 
Note. Quotation marks denote text from the book. The bolded text represents the coded portion 
of the conversation. 
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3 Child Not 
explained 
Mom: “Would there be separate Zebra ‘types’ if the Zebras lost 
their stripes?”  
Daughter: Yes.  
Mom: There would be? 
Daughter: Yes.  
Mom: Do you think so? 
 
5 Child Not 
explained 
Mom: “Would there be separate Zebra lands?” For just separate 
zebra colors? 
Son: Yes.  
Mom: Yes? Look at that they’re all separated. 
Son: Why? 
Mom: I don’t know, why would they separate themselves? 
Son: Because maybe they don’t like each other. 
Mom: Yeah. They don’t like each other. 
 
5 Mom Not 
explained 
Mom: “Would there be separate Zebra lands?” For just separate 
zebra colors? 
Son: Yes.  
Mom: Yes? Look at that they’re all separated. 
Son: Why? 
Mom: I don’t know, why would they separate themselves? 
Son: Because maybe they don’t like each other. 
Mom: Yeah. They don’t like each other. 
 
7 Child Not 
explained 
Mom: “Would there be separate zebra types if the zebras lost 
their stripes?” 
Son: (Boy nods his head).  
 
7 Child Not 
explained 
Mom: Would different colors be the end of living life as loving 
friends?  
Son: Mm hmm.  
 
7 Child Not 
explained 
Mom: “Would there be separate zebra lands?” 
Son:  Mm hmm. 
Mom: You think so?  
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Table G-6 (continued) 
 
Comments Made During the Reading of What If the Zebras Lost Their Stripes? Coded as “Anti-
Intergroup Diversity Without Mentioning People”   
Family 
ID Source Clarity Comment 
9 Child Not 
explained 
Mom: “Would they think that it’s all right?”  
Son: (Boy waves his head, meaning no). 
Mom: (Laughs a little) Do they look different? 
Son: Yes.  
Mom: Do you think they’re happy? 
Son: No. Nope. 
Mom: (Giggles) What do, what do you think they feel?   
Son: Uh, I don’t know. 
Mom: I don’t know either. 
 
9 Child Not 
explained 
Mom: Would there be separate types if one was black and one 
was white? 
Son: (Nods his head) 
Mom: Be separate kinds of animals, then?  
Son: Yeah. 
Mom: Wow, hmm. 
 
11 Child Not 
explained 
Mom: “Would they think that’s all right?” 
Son: No.  
Mom: You don’t think so, huh? 
Son: No. 
Mom: Hm. 
 
11 Child Not 
explained 
Mom: “Or would the zebras start to fight?” 
Son: Yes. 
Mom: I wonder why they would be fighting. 
 
11 Child Not 
explained 
Mom: “Would there be separate zebra ‘types’ if the zebras lost 
their stripes?” 
Son: No. 
Mom: Like would this be a type of zebra and this be a type of 
zebra? 
Son: Yes.  
 
12 Child Not 
explained 
Mom: “Would there be separate zebra lands?” 
Daughter: Uh yeah. 
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Table G-6 (continued) 
 
Comments Made During the Reading of What If the Zebras Lost Their Stripes? Coded as “Anti-
Intergroup Diversity Without Mentioning People”   
Family 
ID Source Clarity Comment 
12 Child Explicitly 
explained 
Mom: “Would they think it was all right or would the zebras start 
to fight? Would there be separate zebra ‘types’ if the zebras lost 
their stripes?” 
Daughter: The black ones and the white ones could. 
Mom: You think so? Why? They were the same. They were the 
same. Remember? 
Daughter: Yeah but white one was starting to fight with the 
white ones and the black ones... 
Mom: No it looks like they’re both moving. They were the same 
remember? They were both zebras. This one lost his black 
stripes and this one lost their white stripes. 
Daughter: Yeah but that one is the mean one (points to the 
black zebra) and the white one is the good one. 
Mom: You think so? 
Daughter: Yeah. 
 
12 Child Not 
explained 
Mom: “Would there be separate zebra lands?” 
Daughter: Uh yeah.  
 
13 Child Not 
explained 
Mom: “Would there be separate Zebra lands?” 
Son: Yes. 
Mom: Is that true? 
Son: Yes. 
 
16 Child Not 
explained 
Mom: “Would they think that it’s all right? Or would the Zebras 
start to fight?” 
Daughter: The zebras start to fight. 
Mom: Would they be okay or would they start to fight? 
Daughter: Start to fight. 
M: Really? I think they might be okay. 
 
17 Mom Explicitly 
explained 
Mom: See they’re separated. 
Son: Why are they separated? 
Mom: ‘Cause they’re black and they’re white. The zebras, 
they’re different now. 
 
19 Child Not 
explained 
Mom: We’re the white zebras. We’re the black zebras! We don’t 
talk to each other. Would that be real or would that be silly? 
Son: Real. 
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Table G-6 (continued) 
 
Comments Made During the Reading of What If the Zebras Lost Their Stripes? Coded as “Anti-
Intergroup Diversity Without Mentioning People”   
Family 
ID Source Clarity Comment 
19 Child Not 
explained 
Mom: “Could black and white friends still hold hands?”  
Son: No. 
Mom: No? 
 
20 Child Not 
explained 
Mom: “Would they think that it’s all right?” 
Son: No. 
 
20 Child Not 
explained 
Mom: “Would there be separate Zebra lands?” 
Son: Yes. 
 
24 Child Not 
explained 
Mom: “Would there be separate Zebra “types” If the Zebras lost 
their stripes?” What do you think? 
Son: Yes. 
Mom: You think so? You think the white zebras and black 
zebras would be separate? That they’d be in separate groups? 
Son: Uh huh. 
 
28 Child Not 
explained 
Mom: “Would they think that’s all right?” 
Daughter: Nah. 
Mom: They wouldn’t? 
 
28 Child Not 
explained 
Mom: “Or would the Zebras start to fight?” What do you think? 
Daughter: I think that would be right. Haha. 
 
28 Child Not 
explained 
Mom: “Would there be separate Zebra ‘types’ if the Zebras lost 
their stripes?” 
Daughter: Yes. 
Mom: They would? 
 
31 Child Not 
explained 
Mom: “What if the zebras lost their stripes? And some lost black 
and some lost white?” Ah! “Would they think that it’s all right?”  
Daughter: No. 
Mom: No? You don’t think? 
 
31 Child Not 
explained 
Mom: “Or would the Zebras start to fight?” What do you think? 
Daughter: They’d start to fight. 
Mom: You think? 
 
35 Child Not 
explained 
Mom: “Would they think that’s all right?” 
Daughter: No.  
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Comments Made During the Reading of What If the Zebras Lost Their Stripes? Coded as “Anti-
Intergroup Diversity Without Mentioning People”   
Family 
ID Source Clarity Comment 
37 Child Not 
explained 
Mom: “What if the Zebras lost their stripes, lost their stripes and 
some lost black, lost their stripes and some lost black and some 
lost white?” Well, that’s interesting. “Would they think that it’s 
all right?” What do you think? 
Daughter: No. 
 
40 Child Not 
explained 
Mom: “Would they think that’s all right?” 
Son: No.  
 
40 Mom Not 
explained 
Mom: There are white zebras and black zebras. 
Son: Why are they looking sad? 
Mom: They’re upset. I think because some are white and 
some are black. 
 
41 Child Not 
explained 
Mom: “Would they think that it’s all right?” Look they lost their 
stripes. 
Son: Why?  
Mom: I don’t know. You think they like that?  
Son: No.  
Mom: Probably not. 
 
41 Mom Not 
explained 
Mom: “Would they think that it’s all right?” Look they lost their 
stripes. 
Son: Why?  
Mom: I don’t know. You think they like that?  
Son: No.  
Mom: Probably not. 
 
41 Child Not 
explained 
Mom: “Or would the Zebras start to fight?” Uh oh. Are they 
gonna fight now?  
Son: Yes  
Mom: All the white ones.  
Son: Yeah. 
Mom: And all the black ones. 
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Comments Made During the Reading of What If the Zebras Lost Their Stripes? Coded as “Anti-
Intergroup Diversity Without Mentioning People”   
Family 
ID Source Clarity Comment 
41 Child Not 
explained 
Mom: Look, are they gonna be friends?  
Son: No. 
Mom: The black one and the white one?  
Son: No. 
Mom: Why not?  
Son: Because. 
Mom: Because?  
Son: Why?  
Mom: Are they friends?  
Son: No. 
Mom: Why not?  
Son: Because they’re…what are they doing?  
Mom: Let’s look. 
 
42 Child Not 
explained 
Mom: “Could black and white friends still hold hands?” What do 
you think? 
Son: No.  
Mom: Yeah. 
 
42 Mom Not 
explained 
Mom: “Could black and white friends still hold hands?” What do 
you think? 
Son: No.  
Mom: Yeah. 
 
47 Child Not 
explained 
Mom: “Would they think that it’s all right?” 
Son: No. 
Mom: Why not? 
Son: Because. 
 
50 Child Not 
explained 
Mom: “Would they think that it’s all right?” 
Son: No. 
 
50 Child Not 
explained 
Mom: “Or would the zebras start to fight?” 
Son: Yes!  
 
50 Child Not 
explained 
Mom: “Would there be separate zebra ‘types’ if the zebras lost 
their stripes?” 
Son: Yes. 
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Comments Made During the Reading of What If the Zebras Lost Their Stripes? Coded as “Anti-
Intergroup Diversity Without Mentioning People”   
Family 
ID Source Clarity Comment 
50 Child Not 
explained 
Mom: “Would there be separate zebra lands?” 
Son: Uh huh. This is for the white and this is for the black. 
 
51 Child Not 
explained 
Mom: “Would they think that it’s all right?” 
Son: No. 
 
52 Child Not 
explained 
Mom “Would they think that it’s all right?” 
Son: No. 
 
56 Child Not 
explained 
Mom: “Would they think that it’s all right?” 
Son: No. 
Mom: You don’t think they would? 
 
56 Child Not 
explained 
Mom: “Would there be separate zebra lands?” 
Son: That’s the black ones and that’s the white ones. Now 
they wouldn’t have to fight. 
 
59 Child Not 
explained 
Mom: “Would they think that it’s all right?” 
Son: No.  
 
59 Child Explicitly 
explained 
Mom: Do you think they’d have to live on separate sides because 
they’re different colors? 
Son: Yeah. And be on separate teams. Because that one’s 
white and that one’s black. 
Mom: Well, that was the question in the book. Do they need to 
be in separate lands? 
Son: Yeah. 
Mom: You don’t think they could live together? 
Son: Yeah. Cause they’re mad at each other.  
Mom: That’s what I was asking you. 
 
60 Child Not 
explained 
Mom: “Would there, would there be separate Zebra lands?” 
Son: (Shakes his head yes) 
Mom: You think so?  I don’t know. 
 
61 Child Not 
explained 
Mom: Could black and white friends still hold hands?  
Son: No, they can not. 
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Table G-6 (continued) 
 
Comments Made During the Reading of What If the Zebras Lost Their Stripes? Coded as “Anti-
Intergroup Diversity Without Mentioning People”   
Family 
ID Source Clarity Comment 
63 Child Explicitly 
explained 
Mom: “Would Zebra children still be okay To join together, 
laugh and play?” 
Son: I don’t know. Looks like the whites are playing with the 
whites and the blacks are playing with the blacks. 
Mom: Yea. But do you think they could play together? 
Son: No, because blacks are meaner. Whites are nicer. 
Mom: Why do you say that? 
Son: Because look. That guy is gonna run into him. 
Mom: Well, I guess that guy does look mean, and none of these 
guys have an angry face, do they? That’s kinda goofy that they 
drew it that way. 
Son: Hmm. What? What Mama? 
Mom: No, that’s just a very interesting book. 
Son: Zebras are black. 
Mom: Zebras have white and black stripes. 
Son: Because zebras are yellow. 
Mom: Mmm… They’re not. 
Son: If they were. If zebras were yellow. 
Mom: Hmm. Alrighty. So what do you think about that? 
Son: I don’t know. 
Mom: Well, it was asking you questions. Do you think just 
because a zebras stripes fall off and they’re solid colors instead 
of stripes, would they be able to still be friends? 
Son: No. 
Mom: Even though their colors are different? 
Son: No. 
Mom: No? 
Son: No. 
Mom: How come? 
Son: Because no. 
Mom: Why? Gimme a reason. 
Son: Because.  
Mom: Just because they’re different colors isn’t a good reason to 
not be friends. Is it? 
Son: Yes. 
Mom: It is? 
Son: Yes. 
Mom: Why do you think that? 
Son: Because, that’s just the way I am. 
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Comments Made During the Reading of What If the Zebras Lost Their Stripes? Coded as “Anti-
Intergroup Diversity Without Mentioning People”   
Family 
ID Source Clarity Comment 
64 Child Not 
explained 
Mom: “Would they think that it’s all right?” 
Daughter: No. 
 
64 Child Not 
explained 
Mom: “Or would the Zebras start to fight?” 
Daughter: Yes. 
 
68 Child Not 
explained 
Mom: Do you think they would fight? 
Daughter: Yes. 
Mom: Okay. 
 
68 Child Not 
explained 
Mom: They are still or are they different now? 
Daughter: Different. 
Mom: But they are still zebras, right? 
 
74 Mom Explicitly 
explained 
Mom: “Or would the Zebras start to fight?” Look. Why are they 
fighting?  
Son: I don’t know. 
Mom: Because some are black and some are white and 
they’re different now. Huh? 
Son: Uh huh.  
 
74 Child Not 
explained 
Mom: “Or would the Zebras start to fight?” Look. Why are they 
fighting?  
Son: I don’t know. 
Mom: Because some are black and some are white and they’re 
different now?  
Son: Uh huh.  
 
77 Mom Explicitly 
explained 
Son: Why are they fighting? 
Mom: I guess they’re fighting because when you take the 
stripes off from them, they look like they’re different. So the 
black ones are fighting against the white ones. 
 
79 Child Not 
explained 
Mom: “Would there be separate Zebra ‘types’ if the Zebras lost 
their stripes?” 
Daughter: Yes. 
Mom: You think so? 
 
 206 
Table G-6 (continued) 
 
Comments Made During the Reading of What If the Zebras Lost Their Stripes? Coded as “Anti-
Intergroup Diversity Without Mentioning People”   
Family 
ID Source Clarity Comment 
79 Child Not 
explained 
Mom: “Would there be separate Zebra lands?” 
K: Yes. Yes. 
Mom: Well, this is just the picture. It doesn’t mean there has to 
be.  
80 Mom Explicitly 
explained 
Mom: “Would different colors be the end of living life as loving 
friends?” You think they’re fighting because some are black 
and some are white. Huh?  
Son: Uhmm. 
 
80 Child Not 
explained 
Mom: “Would different colors be the end of living life as loving 
friends?” You think they’re fighting because some are black and 
some are white?  
Son: Uhmm. 
 
85 Child Not 
explained 
Mom: Do you think they would stay friends? Or do you think 
they’d start living separate because of different colors?  
Daughter: They’d start living separate. 
Mom: That’s what the picture makes it look like. 
 
89 Child Not 
explained 
Mom: “Would there be separate zebra lands?” 
Daughter: Yes. 
Mom: You think so? 
Daughter: Yes.  
 
97 Child Not 
explained 
Mom: Would the white ones hang out and the black ones hang 
out? 
Daughter: No. 
Mom: You don’t think they’d still hang out together? 
  
103 Child Not 
explained 
Mom: “Would they think that it’s all right?” 
Daughter: No. 
 
103 Child Not 
explained 
Mom: “Would there be separate zebra ‘types’ if the zebras lost 
their stripes?” 
Daughter: Yes. 
Mom: There’d be black zebras and white zebras? 
Daughter: Yes. 
 
Note. Quotation marks denote text from the book. The bolded text represents the coded portion 
of the conversation. 
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